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ABSTRACT 
MULTICULTURAL TEACHER EDUCATION CURRICULA: 
EDUCATORS' PERCEPTIONS OF THE IMPORTANCE 
OF A MULTICULTURAL CURRICULUM IN 
SELECTED ELEMENTARY TEACHER 
PREPARATION PROGRAMS 
FEBRUARY, 1993 
NAWANG PHUNTSOG, B.Sc., UNIVERSITY OF MADRAS, INDIA 
M.Ed., UNIVERSITY OF DELHI, INDIA 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Robert L. Sinclair 
In a democratic society, public schools are challenged 
to ensure that children and youth have equal access to 
quality education. The rising tide of ethnic minorities 
existing at the margins of successful school learning 
present the current educational reform movement with cru¬ 
cial problems that must be addressed so this challenge can 
be met. 
At the heart of education is the meaningful interac¬ 
tion that takes place in a teaching-learning environment. 
One way to improve teaching and learning is to ensure that 
prospective teachers are prepared with the skills, atti¬ 
tudes, and knowledge that will enable them to perform 
meaningfully in a culturally diverse school setting. In 
short, multicultural curriculum renewal in teacher prepara¬ 
tion programs may become a powerful force for revamping 
teacher preparation. One constructive step in this 
viii 
direction is to describe the multicultural curricula that 
are currently being offered to prospective teachers in the 
teacher preparation programs. 
The purpose of this study is to describe the multi¬ 
cultural curricula that are currently being offered to 
prospective elementary teachers for promoting learning for 
diverse students. First, multicultural courses that exist 
in selected elementary teacher preparation programs are 
identified and described. Second, perceptions of teacher 
educators toward the importance of the role of multi¬ 
cultural education in the preparation of elementary school 
teachers is reported. 
Specifically, the following research questions guide 
the nature of the study: 
1. What courses in multicultural education 
are part of the teacher education curricu¬ 
lum for elementary teacher certification 
in selected institutions of higher educa¬ 
tion? 
2. What do teacher educators consider as the 
main reasons for including or excluding 
multicultural education in the elementary 
teacher preparation program? 
3. What recommendations do teacher educators 
suggest for improving the multicultural 
IX 
education of their elementary teacher 
preparation program? 
This study is significant because it brings into 
sharp focus the multicultural curricula that are currently 
being offered to prospective elementary teachers. Addi¬ 
tionally, the study reports the perceptions of teacher 
educators toward the importance of multicultural education 
in the preparation of elementary school teachers. Finally, 
the study will serve as a means that may be helpful for 
teacher preparation programs for rethinking the construc¬ 
tive place of multicultural education within their programs. 
Seven diverse colleges and universities provided the 
data on multicultural courses. Twenty-six teacher 
educators from these participating institutions reported 
their perceptions toward the importance of multicultural 
education to the preparation of elementary teachers. The 
analysis of data on multicultural courses and perceptions 
of teacher educators revealed that there was significant 
difference between the way teacher educators perceived the 
importance of multicultural education and the way multi¬ 
cultural courses were actually offered to prospective 
elementary teachers. In six of the participating institu¬ 
tions of higher education, multicultural education was 
offered as topics or units within already existing 
Foundations courses. Only one university offered a 
separate multicultural education course as a part of its 
x 
elementary teacher education program. It is reasonable 
to conclude from this study that whenever a new issue in 
student learning and curriculum emerges, too often the 
curriculum to prepare prospective teachers responds by 
adapting existing courses rather than by considering a 
curriculum reform that may include new courses. 
xi 
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CHAPTER I 
INTRODUCTION 
Statement of the Problem 
The rising tide of ethnic minorities existing at the 
margins of school learning is a crucial issue within the 
current educational renewal process in the United States. 
The student population in the public schools has never 
before been more racially and culturally diverse than 
today. The 1988 Commission on Minority Participation in 
Education and American Life estimates that one-third of all 
students in public schools in the United States will be 
students of color by the year 2000. Since 1984, in 23 of 
25 of the nation's largest cities, ethnic minorities have 
continued to be the majority of student enrollments (Banks, 
1987) . 
Several variables ranging from a very personal dimen¬ 
sion as that of a family-related problem to societal 
issues of inequity may marginalize an individual. The con¬ 
cept of marginality as related to school children is to 
experience a strained, difficult relationship with the 
school environment (Sinclair & Ghory, 1990). The invalida¬ 
tion of ethnic cultural experiences, values, and attitudes 
within the schooling content and process is now believed 
to be a significant variable that is relegating ethnic 
1 
minorities to the margins of productive school learn¬ 
ing. 
2 
In a democratic country like the United States, 
public schools are one of the major societal agencies that 
have been entrusted with the task of educating all youth 
and children to high levels of academic success. Yet, the 
1985 report of the Board of Inquiry commissioned by the 
National Coalition of Advocates for Students makes a shock¬ 
ing conclusion that "millions of this nation's children 
are at risk." A large portion of the at-risk population 
are children from different social, ethnic, and language 
minorities. For example, the 1983 Bulletin of the National 
Center for Education Statistics states that one in every 
four students enrolled in ninth grade drops out before high 
school graduation. The dropout rate for Black and Hispanic 
students is twice that of White students. 
Historically, the failure of ethnic minorities in 
school learning has been ascribed to their cultural or 
linguistic deficits. Their cultural or language back¬ 
grounds are considered deficits to be corrected, rather 
than strengths to build upon. In this sense, their fate 
had already been determined even before beginning their 
formal education. Defining school-related problems in 
terms of cultural and linguistic inadequacy is an oversim¬ 
plification of the educational process that has for too long 
perpetuated the self-fulfilling prophecy of non-achievers. 
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Another view that is gaining popularity among edu¬ 
cators and scholars is that the problem resides in 
predominantly eurocentric school environments that are not 
flexible enough to accommodate cultural diversity into 
their curricular content and process. Sinclair and Ghory 
(1990) suggest that differences among students are not the 
problem but the crucial issue is the extent to which the 
school environment can respond productively to the varia¬ 
tions among students. 
Research suggests that quality of content and process 
of schooling are often ways of structuring inequalities in 
education. Bloom (1982) regards the quality of instruc¬ 
tion as one of the most significant alterable variables 
that account for individual differences in school learning. 
The quality of student-teacher interactions in instruc¬ 
tional settings is, then, a powerful way of determining 
quality and equality in education for all children. For 
example, the 1973 U. S. Civil Rights Commission's study 
(cited in Gay, 1977) of the educational opportunities of 
Mexican-American students in the Southwest concludes: 
The heart of educational process is in the 
interaction between teacher and student. It is 
through this interaction that the school system 
makes its major impact upon the child. The 
way a teacher interacts with a student is a 
major determinant of the quality of education 
the child receives. (p. 3) 
Many times, teachers and other educators fail to 
interact constructively or relate subject content within 
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the cultural context of ethnic minorities. As a result, 
minority students feel alienated from productive school 
learning—an experience that further accentuates in a 
vicious cycle to marginalize them even more. One plausible 
way to address meeting the needs of diverse student popula¬ 
tions is the restructuring of pedagogy that may capitalize 
on the contributions of cultural diversity for ensuring 
even more meaningful experiences for all students. 
Included in the concept of cultural diversity is dominant 
majority as well as minority students, and it is implied 
here that educational renewal will be of benefit to the 
former as well as to the latter. 
At the heart of education are curricular decisions 
that determine what kinds of skills, attitudes, and knowl¬ 
edge are passed on to school children. Central to the 
educational process and content is the role of teachers 
who are closest to learners. A dramatic change in their 
pedagogy may enhance the effectiveness of their role for 
ensuring constructive interactions with culturally diverse 
students that include all members of the student popula¬ 
tion. Gay (1983) makes a poignant remark highlighting the 
need to include multicultural considerations in teacher 
education when she states: 
The educational future of ethnic youth is too 
precious and precarious for educators, at all 
levels of the schooling enterprise, to continue 
to ignore any techniques, strategies, ideologies. 
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and orientations which offer potential for 
improving the quality of education for these 
students. (p. 84) 
Seeking solutions to educational problems posed by the 
cultural differences is a continuing challenge in educa¬ 
tion. The recent global upsurge of interest in ethnic, 
linguistic, and racial issues in education indicates some 
of the attempts to address the perennial problem. The 
cultural pluralistic nature of the American society is 
beyond any dispute. Schools are the primary socializing 
agencies, and their curricula must reflect the multicul¬ 
tural dimensions of the society as school children and 
youth have to eventually function in such diverse environ¬ 
ments. Yet, the teacher preparation programs continue to 
be criticized for their ineffectiveness to prepare teach¬ 
ers for the nation's multicultural schools. Aragon (1973) 
considers "culturally deficient educators attempting to 
teach culturally different children" as the true impedi¬ 
ment to cultural pluralism. It is important to point out 
that multicultural issues are complex ones that are 
embedded within a sociocultural context. Also, the ability 
of teachers to effectively function in culturally diverse 
school settings depends on a variety of variables, such 
as one's own ethnic heritage, prior experiences, and 
prejudices. Therefore, the efficacy of classroom teachers 
to relate meaningfully with ethnically and culturally 
diverse students may need to be considered within the gamut 
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of a complex set of variables that may include, but not be 
limited to, prior experiences, ethnic heritage, and 
prejudices of the practicing teachers. 
Teachers cannot be expected to be effective in multi¬ 
cultural content and process without prior knowledge and 
necessary professional experiences. The nominal multi¬ 
cultural experiences that are offered to prospective 
teachers within the preservice program tend to be sporadic, 
fragmentary, and optional extras (Klassen & Gollnick, 
1977). Centrality of multicultural education is high¬ 
lighted when Hunter (1974) stated that: 
. . . if education in the United States is to 
meet the needs of its people, it must have a 
lifeblood of multicultural content in order to 
be sociologically relevant, philosophically 
germane, psychologically material, and pedagogi- 
cally apropos. (p. 11) 
Careful examination of teacher education curriculum 
for the purposes of identifying crucial issues in multi¬ 
cultural education is one way to sustain and revitalize its 
lifeblood. Recognizing the crucial need to educate chil¬ 
dren of early ages about the culturally pluralistic nature 
of society, the role of elementary teacher preparation 
programs is considered as the primary focus of the inquiry 
in this study. 
In an attempt to identify and assess critical issues 
in teacher education, the Association of Teacher Educators 
mailed, in late Spring 1989, a 20-item survey instrument 
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to about 3,000 of their members who were primarily uni¬ 
versity faculty and administrators. A total of 944 
respondents returned the survey by August 1989. One of 
the five highest rated issues was that of the importance 
of preparing teachers for multicultural settings. Teacher 
preparation programs have a crucial responsibility to pre¬ 
pare teachers with skills, attitudes, and knowledge that 
will enable them to help children from diverse cultural 
backgrounds learn well. 
Lynch (1986) believes that the practical task for 
teachers in a multicultural society is: 
. . . to reconcile the tension between the goals 
of social cohesion and those of cultural 
diversity and to weld these within the overall 
commitment to greater equality of educational 
opportunity, expressing this commitment through 
the structure of knowledge and organization 
within the education system or narrower institu¬ 
tional base. (p. 11) 
The National Council for Accreditation of Teacher 
Education (1977) mandated multicultural education as one 
of the required standards for accreditation of teacher 
education programs. The standard clearly defines the 
teacher preparation programs to have programs of study 
that will include competencies for perceiving, believing, 
evaluating, and behaving in differential cultural settings. 
Similarly, several state regulations require teachers to 
have training for acquiring multicultural competencies. 
Yet, in a recent survey study, conducted throughout the 
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50 states and the District of Columbia, Mitchell (1987) 
made an observation that the greatest need in multicul¬ 
tural education is the improvement of teacher education. 
Massachusetts is one of the 17 states that stipulates 
multicultural education courses for teacher certification 
(Mitchell, 1987). Renewal of curriculum is a powerful way 
to revitalize the teacher preparation programs. One con¬ 
structive step in this direction is to describe the multi¬ 
cultural curricula that are currently being offered to 
prospective elementary teachers in teacher preparation 
programs. 
Purpose of the Study 
The purpose of this study is to describe the multi¬ 
cultural curricula that are currently being offered to 
prospective elementary teachers for promoting learning for 
diverse students. First, multicultural education courses 
that exist in selected elementary teacher preparation 
programs is identified and described. Second, perceptions 
of teacher educators toward the importance of the role of 
multicultural education in the preparation of elementary 
school teachers is reported. 
It is relevant here to mention that this study recog¬ 
nizes the fact that multicultural competencies can be 
taught and developed in a variety of ways even without a 
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traditionally designated multicultural course. Also, the 
concept of curriculum is much more than a set of courses. 
In its exalted form, curriculum has three dimensions: 
expressed, implicit, and emergent. The objective of this 
study is to delineate the expressed aspect of multicultural 
curricula. 
Specifically, the following research questions will 
guide the nature of the study: 
1. What courses in multicultural education 
are a part of the teacher education cur¬ 
riculum for elementary teacher certifica¬ 
tion in selected institutions of higher 
education? 
2. What do teacher educators consider as the 
main reasons for including or excluding 
multicultural education in their elemen¬ 
tary teacher preparation programs? 
3. What recommendations do teacher educators 
suggest for improving the multicultural 
curriculum of their elementary teacher 
preparation program? 
Significance of the Study 
This study is significant because of the fact that it 
brings into sharp focus the multicultural curricula that 
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are currently being offered to prospective elementary 
teachers. Some educators believe that multicultural educa¬ 
tion should be a crucial part of the teacher education 
curriculum. This study helps ascertain to what extent the 
rhetoric of multicultural education becomes a curriculum 
for preparing teachers for enhancing the learning of all 
students. 
Additionally, the study also reports the perceptions 
of teacher educators toward the importance of multicultural 
education in the preparation of elementary school teachers. 
It, therefore, serves as a curricular barometer for con¬ 
sidering changes that may then facilitate the process of 
implementing meaningful multicultural teacher education. 
The reserach is of particular interest to teacher educators 
who desire to strengthen multicultural curricula for pre¬ 
paring teachers even more effectively for multicultural 
school settings. 
The study also raises issues, questions, and informa¬ 
tion that serve to generate further research in a field 
which has not received as much attention as it ought to 
from educators and policymakers. Through its study of 
multicultural teacher education, the study explores ways 
to increase learning among marginal students. It further 
helps to strengthen current curricular approaches to 
multicultural teacher education through suggested recom¬ 
mendations . 
11 
With critical review of multicultural literature 
and multicultural course descriptions, the study will 
bring to light attitudes, skills, and knowledge that are 
critical for teachers to be able to implement multicultural 
education in classrooms. Most multicultural advocates 
agree with the classic observation that while instructional 
materials are important, it is the teacher and what he or 
she does in the class that, in the final analysis, makes 
the difference as to what happens in the educational 
process. Finally, the study serves as a status report that 
may be helpful for teacher preparation programs in rethink¬ 
ing the place of multicultural education within their 
programs. 
Definition of Terms 
The following meaning of key terms will be used for 
the purpose of this study. 
Elementary Teacher Preparation Program: A four-year 
university or college program whose major function is the 
preparation of students for the teaching profession through 
the program approval process and awards baccalaureate 
degrees upon completion. 
Multicultural Course: An educational offering within 
elementary teacher education curriculum that systematically 
addresses issues of diversity, racism, and cultural and 
12 
socioeconomic differences that impact all students in their 
school learning. Included in multicultural course offer¬ 
ings are (1) a separate course that is designated as a 
multicultural course, and (2) an additive approach involv¬ 
ing small units or modules or components being added to 
existing subjects, like Art, History, etc. The duration 
of offerings is for a given period of time (for example, 
a semester). 
Multicultural Education: Multicultural Education is 
defined as an education that centers on preparing prospec¬ 
tive teachers to function effectively in culturally diverse 
school settings. Specifically, multicultural education 
prepares elementary school teachers with the following: 
• Ability to respond to cultural characteris¬ 
tics of individual students to help them 
learn what the school is expected to teach; 
• Ability to work effectively with groups of 
students from different cultural backgrounds; 
• Knowledge of content about diverse cultures; 
• Ability to create curriculum for students to 
learn about their own culture; and 
• Ability to create curriculum for students 
to learn about cultures other than their own. 
Multicultural Teacher Curriculum: A group of activi¬ 
ties, studies, and experiences carefully organized for 
developing attitudes, skills, and knowledge that will 
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enhance the ability of prospective teachers to relate even 
more meaningfully to children who come from different 
cultural backgrounds. 
Attention is also drawn here to Lawton's (1975) con¬ 
cept of curriculum as a way to indicate the interrelated¬ 
ness of curriculum and culture. Lawton defines it as: 
. . . essentially a selection from the culture 
of a society. Certain aspects of the way of 
life, certain kinds of knowledge, certain 
attitudes and values are regarded as so impor¬ 
tant that their transmission to the next 
generation is not left to chance but is 
entrusted to teachers and schools. (pp. 6-7) 
This definition clearly shows the curricular function of 
developing values, skills, attitudes, and knowledge which 
have always been recognized as critical elements of 
culture. 
Teacher Educator: A faculty member, or a program 
director, of a college or university department of 
education. 
Delimitations of the Study 
This study is limited to selected elementary teacher 
education programs in Western Massachusetts. For the pur¬ 
pose of this study. Western Massachusetts is defined as 
all of Worcester County west to and inclusive of Berkshire 
County. There are 13 approved elementary teacher education 
programs in Western Massachusetts according to the 1991 
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listing of programs approved by the Massachusetts Board of 
Education. No effort has been made to include non- 
approved programs in the study. 
The focus of this inquiry is the multicultural 
component of preservice elementary teacher preparation 
programs, and the perceptions of teacher educators to 
multicultural education. But this recognition is in no 
way intended to disparage the significance of the con¬ 
tinued professional growth of practicing teachers of 
elementary and secondary school levels. The intent of the 
study is to describe the expressed aspects of multicultural 
curricula that exist currently in selected teacher prepara¬ 
tion programs. It does not include the nature of learning 
that takes place as a result of curricular implementation. 
The findings of this study only pertain to the 
selected undergraduate teacher education programs. 
Attempts to generalize the research outcomes are avoided. 
As the intent of the study is to determine existing multi¬ 
cultural curriculum in the selected teacher preparation 
programs, no effort is made to draw inferences of causal 
relationships. Determining the existing courses in 
multicultural education and the perceptions of teacher 
educators to a multicultural educational aspect of a 
teacher education curriculum, the study is aimed to be 
exploratory and descriptive in nature. The rationale for 
the descriptive nature of the study is based on the fact 
15 
that the information sought from the respondents and 
documents is in itself considered as answer to the 
research questions posed. 
The following chapters describe the research in detail. 
Chapter II presents a report of the demographics of the 
changing diversity in the student population of public ele¬ 
mentary schools, and a review of definitions of the concept 
of multicultural education. The definitions of multicul¬ 
tural education provided direction to development of a 
conceptual framework for the construction of a question¬ 
naire as part of data collection for this study. 
Chapter III describes a detailed account of the design of 
the study and procedures used to accomplish the objectives 
of the study. Chapter IV reports, analyzes, and interprets 
the data. Chapter V summarizes the study, presents major 
findings, and offers recommendations for further research 
and improvement of multicultural teacher education. 
CHAPTER II 
CONCEPTUAL BACKGROUND OF THE STUDY 
Two types of literature are reviewed for the purpose 
of providing a conceptual background for this study. First, 
changing diversity in the student population of elementary 
and secondary schools is reviewed as a way to establish a 
rationale for developing and implementing a multicultural 
curriculum. Second, varied definitions of multicultural 
education are reviewed to bring more clarity to the con¬ 
cept. Further, a definition of multicultural education 
provides direction for developing the questionnaire used 
to collect data for the present study. 
Demographics of Diversity 
In recent years, there has been a steady increase of 
research that highlights the changing demography of stu¬ 
dents in public schools of the United States, and its 
implications for education systems. It is nearly impossi¬ 
ble to read literature about multicultural education that 
does not begin with an array of statistics to reflect the 
heterogeneity of students in the public schools. In fact, 
the increasing diversity of children in public schools 
is regarded as one important reason for making 
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multicultural education a critical issue within the cur¬ 
rent educational reform movement. 
Defined as the scientific study of size, composition 
density, and characteristics of human population, 
demographics is considered an essential tool that can 
enable educators to make long-range educational planning 
to meet the emerging needs of a specific or total student 
population. For example, by studying the demographic 
data of first graders in the United States, one can, with 
convincing precision, predict what the cohort of high 
school graduates will be like 12 years later. The same 
information can help colleges get a predictable sense of 
what will be the likely ethnic composition of first-year 
sophomores. 
Births, age, family status, region, and education 
constitute the basis of study for the demographic studies 
Hodgkinson (1985) provides a vivid scenario that results 
from different birth rates when he writes: 
The Baby Boom of 70 million people born between 
1946 and 1964 moved through the education sys¬ 
tem like a very large mouse going through a 
very small snake—each educational institution 
had to expand enormously as the Baby Boom came 
through, then contract with equal severity as 
the Baby Boom aged and passed on. (p. 1) 
Elementary and secondary education in the United 
States is a gigantic enterprise that involves one out of 
every four Americans enrolled or teaching in a public 
elementary or secondary school. Stated differently, in a 
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nation with a population of about 249 million, there are 
more than 66 million Americans involved directly or 
indirectly in receiving or providing formal education 
(National Center for Education Statistics, 1990). The 
National Center for Education Statistics (1990) projects 
a rise in elementary and secondary enrollment from 41 
million in 1990 to 44 million in 2001. These demographic 
data clearly support the fact that no other country in the 
world has developed a universal public education system 
that is more complex and great in size than the United 
States. 
A brief historical backdrop of the expansion of 
universal public education in the United States is 
presented here as a way to contextualize the issues that 
relate to the increasing population of ethnic minorities 
in public schools. In the United States, the tradition of 
public school education has been supplemented by a history 
of private school alternatives. The growth of enrollment 
in public education can be considered in three phases that 
correspond to three stages of education: elementary, 
secondary, and higher education. However, the expansion 
of higher education and the changes in private school 
enrollments are not included as they are not within the 
scope of the present study. 
The first phase constitutes the rapid expansion of 
elementary education for all children that is inspired by 
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the notion that the very bulwark of American democracy 
depends on educated citizenry. The Founding Fathers of 
the Constitution espoused the basic logic of state- 
sponsored schools. They argued that there are many who 
cannot afford a good education, and so all must share the 
cost to ensure equal educational opportunities to all. 
It is widely believed that by 1900 efforts to 
universalize elementary education had achieved considerable 
success. In 1850, about 50% of the population in the 5 to 
19 age group attended public schools. However, it must be 
pointed out that the enrollment rate of Black Americans 
was 20% lower than Whites in 1910. Tyler (1986) maintains 
that during the early part of the 20th century nearly half 
of all American children dropped out of school by the time 
they had completed the fifth grade. 
The second phase relates to efforts to provide uni¬ 
versal secondary education to all children. The expressed 
goal to ensure universal secondary education to all had 
achieved admirable success by 1960. According to the 
National Center for Education Statistics (1989), public 
school enrollments for both elementary and secondary 
school fell by 14% during the period between 1970 to 1984, 
while they increased by 2% from 1985 to 1988. As for the 
period between 1989 to 2000, the enrollment is projected 
to rise from 40 million to 44 million, an increase of 
9%. 
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The rapidly increasing minority population brought 
about a greater degree of heterogeneity in the ethnic and 
racial composition of public schools during the period 
between 1976 and 1986. For example, the National Center 
for Education Statistics (1991) estimates that the 
Hispanic enrollment increased from 2.8 million in 1976 to 
over 4 million in 1986, while the Asian enrollment 
increased from 535,000 to over 1 million during the same 
period (p. 54). Stating the above data in terms of per¬ 
centages, the rise of the Hispanic public school population 
is 44% and the rise of the Asian public school population 
is 116%, while the White majority declined from 76% to 70% 
during the years between 1976 to 1986. In 1986, almost 
one out of every three students in American public schools 
was a minority student. The latest census projection indi¬ 
cates that ethnic minorities will constitute 48% of the 
school-age population by the year 2020. 
Figure 1 indicates the enrollment in public elementary 
and secondary education by race/ethnicity as a percent of 
public school enrollment in 1976 and 1986. 
In the State of Massachusetts, there has been a 
steady increase of non-White students. According to a 
report of the Massachusetts Department of Education (1985), 
from 4.4% in 1967, the total enrollment in kindergarten 
through secondary education of non-Whites in Massachusetts 
rose to 9.3% in 1983. The variety of languages represented 
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among Massachusetts public school students, as indicated 
in the same report, is equally startling. In 1983-1984, 
there were 18 most common language groups represented. 
When ranked by frequency, Spanish occupied the first rank, 
while Armenian was ranked the last (18th). 
In a document, devoted to the discussion of demo¬ 
graphic issues in the State of California, Bouvier and 
Martin (1987) suggest that California's education system 
must necessarily make dramatic changes to meet the special 
and critical challenges that are posed by its population 
growth and increasing ethnic diversity. Also, they 
reiterate that the challenge of education to address 
public schools' enrollment, characterized by growth and 
diversity, will dominate reform efforts in the 21st 
century. 
The racial and ethnic patterns of enrollment in 
public elementary and secondary schools in the United 
States illustrate the mosaic nature of its demographic 
landscape. Of all the states, California presents an 
interesting situation that is representative of the way 
ethnically heterogenous public schools may challenge an 
education system. In 1986, the Anglo student population 
in the public schools were 53.7%, while the Hispanics were 
27.5%, the Blacks were 5.0%, and the Asians were 9.1%. 
With almost 4.8 million pupils in the 12,000 public 
elementary and secondary schools, California has the 
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highest enrollment in the nation. In the 1985-1986 school 
year, 4.3 million children were enrolled in public schools 
in California. This figure is projected to rise to 
6 million in 2020. Based on the information that is 
gleaned from this statistical snapshot of California, it 
is clear that the state is rapidly becoming more 
ethnically heterogenous, bringing in its wake serious 
challenges to its education system. 
Also, at the national level, growth and diversity 
presents special challenges to its system in terms of 
both money and curricula. These challenges will dominate 
the education debate over a long period of time as demo¬ 
graphic shifts further suggest that they will become even 
more critical in the next 21st century. The economic 
supremacy of the United States is at stake if the crucial 
issues that relate to the rising tide of ethnic minorities 
existing at the margins of school learning are not 
addressed in a thoughtful and expeditious manner. Schools 
are bridges to economic prosperity of a nation, and 
within this context, it is apt to recall Reich (1983), 
who writes: 
Our economic future must be rooted in the only 
resource that will remain uniquely American: 
Americans themselves. The industries that will 
sustain the next stage of America's economic 
revolution will necessarily be based on a 
skilled, flexible, less hierarchical organiza¬ 
tion of work. (p. 143) 
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Higher birthrates among people of color and the large 
influx of immigrants each year from non-European countries 
are two major factors that are bringing about a dramatic 
change in the ethnic texture of the United States. As a 
result of these two factors, the Commission on Minority 
Participation in Education and American Life (1988) pre¬ 
dicts that one in three Americans will be a person of color 
by the turn of the century. The significant changes in the 
demographic landscape will impact on the nation's social 
institutions in many different ways. One way to address 
the diversity issues, many educators seem to agree on, is 
to prepare future citizens with the skills, attitudes, and 
knowledge that will enable them to function effectively in 
a diverse world. Within this context, teacher education 
programs have an important role to prepare prospective 
teachers with the ability to promote learning of all 
children. 
Definitions of Multicultural 
Education 
The concept of multicultural education is plagued with 
ambiguity, generality, and specificity. Some educators 
believe that the conceptual confusion is a major impedi¬ 
ment to the progress of multicultural education. Also, the 
lack of clarity further widens the gap between theory and 
practice. There are as many definitions as there are 
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advocates of multicultural education. Multicultural 
education, ethnic studies, multiculturalism, multi¬ 
ethnic education, cultural pluralism, and ethnic pluralism 
are some of the terms that are often used interchangeably 
to convey different and not clearly defined meanings. It 
is crucial to consider, however, that the proliferation of 
widely-differing notions of multicultural education may 
partly be attributed to its close links with profoundly 
complex issues, such as equality, excellence, cultural 
pluralism, and racism. 
As an abstract concept, multicultural education is 
often equated to education for translation of cultural 
pluralism—a social ideal that provides a basis to define 
and evaluate past, present, and future social developments. 
At a more concrete level, it is discernible as tangible 
products--such as teaching materials about ethnic studies. 
Concerned with legal and policy guidelines to provide equal 
educational opportunities, too often school administrators 
tend to regard multicultural education as an additive 
program—one that could be a unit, a course, or a lesson 
on ethnic cultures added into mainstream perspectives or 
pull-out programs, English as a Second Language (ESL), 
etc. For many parents and community members, multicultural 
education connotes an opportunity for ethnic celebrations 
that occur during the school year. At the classroom level, 
single units and lessons on the history of ethnic 
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minorities are equated to multicultural education by 
teachers. Yet, at another level, as Davidman and 
Davidman (1988) observe: 
Multicultural education has little or nothing 
to do with cultural pluralism, anti-racism 
and sexism education, or education equity, and 
everything to do with the number of non-White 
students in their school. (p. 56) 
This quantitative, color-conscious multicultural per¬ 
ception is a far cry from the goals and purposes it 
generally purports to accomplish. While there is a wide 
diversity of conceptualizations of multicultural education 
among leading exponents, there are also major similarities. 
A number of writers, for example Gibson (1976), Lynch 
(1986) , and Sleeter and Grant (1987) , have sought to bring 
conceptual coherence by developing typologies in multi¬ 
cultural education. Davidman and Davidman (1988) propose 
three ways to categorize the concept of multicultural 
education: firstly, multicultural education is seen in 
terms of "educational equity"; secondly, meaning comes 
from its link with amelioration of racism, sexism, and 
other isms; and finally, "cultural pluralism" is viewed as 
its key defining concept. 
Gay (1977) comments that different conceptions of 
multicultural education represent particular philosophies 
of education, and are not only indicative of an individual's 
development relative to multicultural education but also 
define parameters for expressed programmatic articulations. 
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Gay's observation is then a developmental way of recogniz¬ 
ing the variety of multicultural concepts in that one may 
relate to multicultural education at a level that is in 
line with one's understanding. 
Multicultural education is a dynamic concept, still 
evolving and expanding. More and more educators are 
recognizing its potential as an educational process that 
Nieto (1992) suggests must focus on: 
. . . such intangibles as teachers' expectations, 
learning environments, students' learning styles, 
and other cultural variables that are absolutely 
essential for schools to understand to be suc¬ 
cessful with all of their children. (p. 218) 
As a flexible concept, it renders opportunity for 
educators to discuss, debate, and explore its dimensions. 
Suzuki (1977) remarks that a unifying conceptualization 
seems neither possible nor desirable as multicultural edu¬ 
cation explicitly promotes values and its specific 
interpretation may depend on particular sociohistorical 
contexts to which it is applied. In fact, multiple and 
conflicting definitions of multicultural education seem to 
reflect the natural development of many concepts in social 
sciences. From a conceptual jungle, a clear and powerful 
idea may emerge that may, like a beacon of light, guide 
the educational ship. 
The importance of defining a concept cannot be under¬ 
estimated. The definition of a concept serves several 
purposes. An ill-defined concept may be likened to a 
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handleless spoon that is not useful. A meaning statement 
is the distillation of an exponent's thought process with 
particular focus on certain issues. The different defini¬ 
tions of multicultural education, therefore, touch upon 
crucial issues and provide directions for further meaning¬ 
ful dialogue among educators. Also, the definitions help 
set parameters for curriculum designs and serve as 
reference points to evaluate the effectiveness of programs 
emanating from those concepts. 
Definitions of multicultural education abound. The 
concept of multicultural education has been interpreted 
in a variety of ways. Its range includes tangible products 
like ethnic celebrations to an abstract notion of social 
ideal that may help provide equal and quality education for 
all children. Also, the concept of multicultural education 
has been stated in so many different ways that a conceptual 
confusion has resulted. One of the reasons for its con¬ 
fusion is that the term is broad and inclusive. Another 
dilemma closely related to its nature of inclusiveness and 
expansiveness is the clustering of many concepts like 
racism, sexism, classism, gender, sexual orientation, and 
religious preferences within multicultural education. 
Despite its conceptual perplexity, Nieto (1992) 
affirms that multicultural education, being an education 
about all people, is a good education for all regardless 
of one's ethnicity, race, language, sexual orientation, or 
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religious preference. Additionally, Nieto (1992) has 
argued that multicultural education enhances the democratic 
principles of social justice by its relationship to criti¬ 
cal pedagogy as an underlying philosophy for social change. 
One way of bringing clarity and coherence to state¬ 
ments of multicultural education is to critically study 
them as propounded by their exponents and then to provide 
a continuum for understanding them. 
First, the most comprehensive definition propounded 
by the 1977 Multicultural Education Commission of the 
Association for Supervision and Curriculum Development 
(ASCD) is presented as a way to indicate the complexity of 
its nature. The ASCD Commission defines multicultural 
education as: 
. . . a humanistic concept based on the 
strength of diversity, human rights, social 
justice, and alternative life-style choices for 
all people. It is mandatory for quality educa¬ 
tion. It includes curricular, instructional, 
administrative, and environmental efforts to 
help students avail themselves of as many 
models, alternatives, and opportunities as pos¬ 
sible from the full spectrum of our cultures. 
This education permits individual development 
in any culture. (p. 3) 
The above definition is comprehensive but it is 
ameliorative in nature. It does not, however, reflect the 
transformative aspect of multicultural education that helps 
individuals transcend any form of ethnocentrism and subse¬ 
quently develop a strong sense of universal responsibility 
of ensuring international peace and harmony. To be 
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centered in one's own culture is important as it, then, 
provides an individual with a lens to filter through 
perspectives from other cultures. Bullard (1992) aptly 
reminds us all that "as individuals, we are not merely 
expressions of culture; we are also capable of transcend¬ 
ing our cultures" (p. 7). 
In this study, multicultural education is regarded as 
a transformative process. As a transformative process, 
multicultural education recognizes the uniqueness and edu¬ 
cational significance of understanding the total child 
within his/her cultural context and yet it encourages in 
him/her a level of cultural awareness that seeks to tran¬ 
scend cultural encapsulation, leading eventually to a 
heightened sense of universal responsibility and conscious¬ 
ness . 
Second, the various definitions proposed by leading 
educators are critically reviewed for the purpose of 
bringing clarity to the concept of multicultural educa¬ 
tion. 
Teaching Culturally Different Approach 
The teaching culturally different approach is con¬ 
ventionally designed for children of color presumably to 
help overcome their cultural and linguistic deficiencies. 
The school-related academic problems of minority children 
are defined in terms of genetic and cultural deprivation 
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theories, and programs are then created to help alleviate 
those problems. In other words, the incongruity of home 
culture of ethnic minorities with that of the dominant 
school culture causes school failure. It is then assumed 
that, once mainstreamed, the children of color will 
experience less difficulties in school learning. Conform¬ 
ing to dominant culture is an implied way of accomplishing 
equality in educational opportunity. 
This "color-conscious" perception of multicultural 
education is limited in its scope as it primarily places 
the responsibility of eliminating racism on people of 
color and their teachers rather than on the general public. 
This approach does not address social inequalities per se. 
Providing children of color with equal access to educa¬ 
tional facilities of dominant Anglo-Saxon students is 
assumed to be one way of accomplishing equality in educa¬ 
tion. This approach replaces, rather than builds on, the 
language, values, attitudes, and experiences children of 
color bring with them to their classrooms. It abstracts 
children from their cultural contexts to be placed on 
unfamiliar terrains with the expectation that they must fit 
to be successful. 
Human Relations Approach 
Advocates of this approach highlight the importance 
of improving communication between people of different 
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cultural backgrounds with a view to fostering better under¬ 
standing of cultural differences. They argue that more 
open communication can result by changing attitudes and 
behavior of people through the power of love, unity, and 
harmony. Inner peace and interpersonal relationships are 
more critical issues than the social change impetus. 
Implicit is the notion that better communication may lead 
to improved cooperation between ethnic groups. It is also 
implied here that communication be encouraged within the 
prevailing social structures. 
Understanding cultures of ethnic groups as central for 
determining a group's relationship to larger society, this 
approach assumes that major problems of racism, discrimina¬ 
tion, and sexism would be resolved if the ethnic sub¬ 
cultures can co-exist. This misconception has led many to 
believe that multicultural education means adding ethnic 
content in the curriculum. The sociohistorical factors 
that shape ethnic cultures are ignored in the process. The 
advocates of the human relations approach entirely miss 
multicultural education's challenge to oppression that gets 
played out in the society. 
Ethnic Studies Approach 
A commonly understood and often practiced notion of 
multicultural education is that the ethnic studies 
approach can be reduced to a separate unit, a course, or 
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lesson—something tangible whose absence or presence in an 
institution is easily discernible. However, Banks (1988) 
believes that multicultural education is not adequate 
enough to include research and policy issues that relate 
to ethnic and racial minorities. He has further suggested 
the development of multiethnic education that is a 
multicultural education without gender, religious, ability, 
and social class groups. Banks then makes a distinction 
between ethnic studies and multicultural education. He 
regards ethnic studies as scientific and a humanistic 
study of the histories, cultures, and experiences of the 
ethnic groups within a society. Though limited in scope, 
ethnic studies is an essential component of multicultural 
education. Changing school curriculum with ethnic studies 
provided an opportunity to reexamine purposes and assump¬ 
tions of existing curriculum. The widespread practice of 
adding ethnic content into curriculum is referred to as 
"ethnic additive"—an approach that seems to regard ethnic 
cultures as a kind of "esotic spices" that may be added 
to mainstream perspectives. 
Lynch (1986) offers a different terminology of 
"parallel approach" to distinguish it from "additive 
approach". In a parallel approach, Black Studies, Asian 
Studies, etc. can co-exist with other European, American 
Studies, whereas an additive approach implies small units 
or modules or components being added to existing curricula. 
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In their review of literature that relate to the 
ethnic studies approach, Sleeter and Grant (1987) observed 
that goals received least attention, and that authors 
emphasized teaching about contributions and experiences of 
a group without raising related issues of racial oppression 
and social actions needed to bring about social changes. 
For example, an elementary teacher using this approach 
might create a curriculum that describes a unit on Native 
Americans without placing it within past and present his¬ 
torical contexts. It is, therefore, crucial that the study 
about ethnic cultures must also include related social and 
racial issues. 
Cultural Pluralist Approach 
Lynch (1986) considers multicultural education as an 
"education which is appropriate to democratic cultural 
pluralism" (p. 15). For him, democratic cultural pluralism 
implies "commitment to the existence of different legiti¬ 
mate cultural groups as legally sanctioned entities which 
maintain some separate structures and some structures held 
in common with all other groups in society" (p. 15). His 
definition contends that the dual function of education is 
the maintenance of social cohesion and cultural diversity. 
Yet, he fails to mention that social cohesion may be 
observed within ethnically diverse groups as much as with 
dominant cultural groups. There are commonly held national 
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values, such as democratic principles, equality of oppor¬ 
tunities, and sense of nationhood, that help maintain 
national integrity. 
Many consider cultural pluralism is an insidious 
concept in that it promotes the disintegration of society 
by deliberately heightening ethnic group identity. Conse¬ 
quently, they fear that it will lead to separatism, inter¬ 
group antagonism, and fragmentation. This misconception 
ignores a crucial part of cultural pluralism in that it 
encourages all to conform to those elements of universal 
culture that are critical for the well-being of a society. 
The issue at heart is how school curriculum can be 
selected, organized, and implemented for the purposes of 
ensuring a delicate balance between cultural diversity and 
conformity. In other words, a nagging question is how 
the general education curriculum can be organized to 
reflect the multicultural nature of society. 
Walking (1980) has proposed a conceptual approach as 
a way to address this difficult issue of selecting sub¬ 
stantive contents from a myriad of groups' valued beliefs 
and practices. He suggests that in order to answer what 
needs to be included in the curriculum, first, we need to 
consider whether we should be completely tolerant, or, 
if not, what are criteria to guide the selective process. 
Second, there is the need to identify if there are funda¬ 
mental, conceptual, or procedural differences in the 
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thoughts of different ethnic groups; and should there be, 
then how can they be opposed, ignored, tolerated, or 
encouraged (Walking, 1980) . He further regards that this 
second issue is more of a precedural matter than a sub¬ 
stantive one, and he proposes the concept of relativism 
and absolutism as a way to get at the procedural content 
of the selection process. Third, he suggests that the 
educational purposes of multicultural education must be 
determined in the light of its aim as being trans- 
missionist or transformationist. A transmissionist educa¬ 
tional purpose conveys and reinforces the interests and 
beliefs which constitute a culture, whereas a trans¬ 
formationist approach has the fundamental purpose to 
provide the learner with the means for changing one's 
consciousness and question beliefs (Jeffcoate, 1976). 
In 1977, the Association for Supervision and 
Curriculum Development (ASCD) defined multicultural 
education as "the recognition of cultural pluralism." 
ASCD further interprets multicultural education as "a 
humanistic concept based on the strength of diversity, 
human rights, social justice, and alternative life choices 
for all people." 
In a similar vein, the American Association of 
Colleges for Teacher Education (1972) [cited in Hunter, 
1974] offered a comprehensive definition in their position 
statement on multicultural education. It succinctly states: 
37 
Multicultural education is education which 
values cultural pluralism. Multicultural educa¬ 
tion rejects the view that schools should seek 
to melt away cultural differences or the view 
that schools should merely tolerate cultural 
pluralism. Instead, multicultural education 
affirms that schools should be oriented toward 
cultural enrichment of all children and youth 
through programs rooted in the preservation and 
extension of cultural diversity as a fact of 
life in American society, and it affirms that 
this cultural diversity is a valuable resource 
that should be preserved and extended. It 
affirms that major educational institutions 
should strive to preserve and enhance cultural 
pluralism. 
To endorse cultural pluralism is to endorse the 
principle that there is no one model America. 
To endorse cultural pluralism is to understand 
and appreciate the differences that exist among 
the nation's citizens. It is to see these dif¬ 
ferences as a positive force in the continuing 
development of a society which professes a 
wholesome respect for the intrinsic worth of 
every individual. Cultural pluralism is more 
than a temporary accommodation to placate racial 
and ethnic minorities. It is a concept that 
aims toward a heightened sense of being and of 
wholeness of the entire society based on the 
unique strengths of each of its parts. (p. 21) 
The concept of cultural pluralism is considered a 
cornerstone of multicultural education. Education in a 
pluralistic society has a dual function to maintain 
national integrity while promoting cultural diversity. 
Reconciling these competing goals within the educational 
structure and placing them at the very core of the school¬ 
ing process is indeed a major task of educators. The 
possible ways to address this seemingly unsurmountable 
challenge may well become the focus of future educational 
debates. At this point, however, what Bullard (1992) 
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suggests makes a lot of sense. She urges classroom 
teachers to create small caring and diverse communities 
that will help children find their place in a pluralistic 
society. 
An Educational Reform Process Approach 
Multicultural education is a dynamic concept that is 
in constant flux. Nieto (1992) has strongly reiterated 
that a static or a slick packaged program is contrary to 
the very definition of multicultural education. She 
further urges that multicultural education as a critical 
pedagogy must, of necessity, always be changing. In a 
similar way. Banks (1989) defines multicultural education 
as: 
. . . an idea, an educational reform movement, 
and a process whose major goal is to change the 
structure of educational institutions so that 
male and female students, exceptional students, 
and students who are members of diverse racial, 
ethnic, and cultural groups will have an equal 
chance to achieve academically in school. 
(p. 1) 
He explicitly mentions that successful implementation 
of multicultural education in this line of thought demands 
schools to be conceptualized as social systems. A clear 
understanding of multicultural education requires that it 
be viewed as its personal, social, historical, and 
political context (Nieto, 1992) . 
It is impractical to dichotomize multicultural educa¬ 
tion into a mutually exclusive "product" and "process 
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because of their complimentary nature. Baptiste and 
Baptiste (1980) have integrated "process" and "product" 
in their definition of multicultural education. They 
write: 
Operationally, multicultural education is not 
only a philosophy; it also incorporates both 
process and product. When scholars of multi¬ 
cultural education state that 'teacher education 
must be multicultural' or 'it must promote the 
value of human dignity and self esteem,' they 
are referring to a set of beliefs that must 
undergird education. 
Process refers to the systematic incorporation 
of the content (i.e., product) for multicultural 
education into the core of the teacher education 
program. 
Product is the content. It comprises the basic 
concepts and principles of multicultural educa¬ 
tion. It also includes the courses and other 
instructional entities that focus on specific 
aspects of multicultural education. (p. 45) 
Conceptualizing multicultural education as "process" 
requires multicultural content and perspectives to 
permeate the inner core of all aspects of the educational 
enterprise, rather than being an appendage, existing in 
the periphery of an institutional structure or instruc¬ 
tional programs. Anything less than a process concep¬ 
tualization runs the risk of becoming a rhetoric that may 
soon sink into a conceptual graveyard. 
The definitions of multicultural education that are 
reviewed here can be placed on a continuum of cultural 
diversity and cultural convergence. Presenting them on a 
continuum help in providing clarity and coherence to an 
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otherwise conceptual confusion. Figure 2 depicts the 
continuum of multicultural education. 
The different conceptions of multicultural education 
as advanced by various theorists suggest several crucial 
issues that are important for educational renewal to 
ensure schooling is a major way of achieving equality and 
quality education for all children. For example, theorists 
highlight the need for recognizing and validating cultural 
experiences of diverse ethnic students in the schooling 
process and content for the inescapable fact that the 
teacher is a "cultural transmitter" and education is "a 
process of cultural transmission" (Spindler, 1963). Yet, 
the school, as a social agency, also has the role of 
promoting national integration. A viable concept of 
multicultural education needs to have the capacity to keep 
a balance between the two competing goals of promotion of 
cultural diversity and preservation of national integrity. 
Gordon's (1964) concept of "structural pluralism" 
is an attempt to describe the complexity of ethnic 
diversity in the United States. He believes that different 
ethnic groups have experienced cultural assimilation to 
such an extent that the nation is characterized more by 
structural rather than cultural pluralism. It is implied 
here that the highly assimilated ethnic groups have just 
maintained separate structural entities, such as Black 
fraternities, Jewish social clubs, and Chicano theaters. 
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A major drawback of this concept is that it does not 
recognize the contributions of ethnic cultures in enrich¬ 
ing the American experience. Banks' (1988) concept of 
"multiple acculturation" elaborates more accurately 
on the nature of cultural pluralism in the United States. 
He believes that cultural assimilation is not unidirec¬ 
tional but rather a multiple acculturation process whereby 
a universalized American culture has resulted (and is 
resulting) from influences of ethnic cultures and American 
experience. Describing American national identity, 
Gleason (1980) writes: 
To affirm the existence of American nationality 
does not mean that all Americans are alike or 
must become uniform in order to be real 
Americans. It simply means that a genuine 
national community does exist and that it has 
its own distinctive principles of unity, its 
history, and its own appropriate sense of 
belongingness by virtue of which individuals 
identify with the symbol that represents and 
embodies a community's evolving consciousness 
of itself. American nationality does not pre¬ 
clude the existence of ethnicity in the 
subgroup peoplehood-sense, but neither does the 
existence of the latter preclude the former. 
(p. 57) 
Within this context, a major goal of school must be 
to help all children gain the skills, attitudes, and 
knowledge necessary for successful living within their 
subculture and within the national culture and beyond. 
The accomplishment of this goal is particularly important 
for minority children as their success in life would 
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eventually depend upon their ability to move within the 
dominant culture. 
A curriculum that reflects and respects cultural 
values of ethnic groups will help them bolster their self- 
image and initiate self-discovery of their cultural 
heritage. Ignoring their cultural experiences is to dis¬ 
tort and diminish growth of a wholesome child. Rooted in 
one's own culture, one may then spread out their wings to 
venture into different cultural landscapes and develop 
skills, attitudes, and knowledge to master cross-cultural 
competencies. Also, inculcation of such skills for the 
majority of students is equally important to enhance their 
success in a culturally diverse environment and their 
contribution to national integration. 
Shame and hope which were the main fuel for the 
American melting pot are no longer forces in the American 
socialization process. Greenbaum (1974) writes: 
The present period is the first in American 
history in which the nation's major institu¬ 
tions are reinforcing difference as a way of 
increasing similarity; it is the first time that 
the American assimilation process has been 
forced to strengthen diverse ethnic and cultural 
identities in an attempt to sustain a unified 
mainstream. (p. 432) 
In a similar vein, Novak (1972) offers the direction 
to an emerging ethnicity when he states: 
The young are more ripe for the new ethnicity 
than the old, for the new ethnicity is an 
attempt to express the experiences of their 
generation, not an earlier generation. It 
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treats past history only as a means of 
illuminating the present, not as an ideal to 
which they must return. The new ethnicity 
is oriented toward the future, not the past. 
(p. 130) 
Ensuring a delicate equilibrium between cultural 
diversity and convergence within the schooling process and 
content appears to be one way to develop youths who are 
anchored well in their ethnic cultural milieu but also 
have the capacity to transcend ethnocentrism and contribute 
constructively to the national culture. 
Conceptual Framework to Develop 
the Questionnaire 
The varied definitions of multicultural education 
reviewed in the present study highlight different facets 
of the concept and diversity issues that are crucial for 
ensuring quality education for all youth of all families. 
The definitions emphasize in some ways the importance of: 
(a) understanding the concept of multicultural education, 
(b) developing pedagogical skills for meaningful imple¬ 
mentation of multicultural practices, (c) enhancing 
content knowledge of different cultures, and (d) recogniz¬ 
ing the philosophical underpinnings of multicultural 
education. 
The different dimensions of multicultural education 
that are delineated above are analogous to the four 
important variables of multicultural teacher education 
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curricula that Gay (1986) identified as principle, 
philosophy, content, and pedagogy. The inclusion of 
certain aspects of the four variables in teacher education 
is critical to adequately prepare prospective teachers to 
effectively function in multicultural school settings. 
Also, the definition of multicultural education that is 
proposed in this study clearly matches the four variables 
described below. 
In this study, multicultural education is defined as 
an education that centers on preparing prospective 
teachers to function effectively in culturally diverse 
school settings. Specifically, multicultural education 
prepares elementary school teachers with the following: 
• Ability to respond to cultural characteris¬ 
tics of individual students to help them 
learn what the school is expected to teach; 
• Ability to work effectively with groups of 
students from different cultural backgrounds; 
• Knowledge of content about diverse cultures; 
• Ability to create curriculum for students to 
learn about their own culture; and 
• Ability to create curriculum for students 
to learn about cultures other than their 
own. 
This definition of multicultural education and the 
four variables identified by Gay (1986) give direction 
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to the development of a questionnaire that was used to 
collect data for this study. 
What follows is a brief description of the four 
important variables of the multicultural teacher education 
curriculum. 
Multicultural Principles 
An understanding of the theory of multicultural 
education is essential for generating a viable teacher 
education with a multicultural education focus. However, 
it is important to clarify here that the concept of 
multicultural theory is essentially an umbrella term that 
includes the understanding of different theories of 
prejudice, racism, oppression, and conceptual models of 
multicultural approaches that are fundamental aspects of 
multicultural education. 
Prospective teachers should understand different 
conceptions of multicultural education and their classroom 
implications. A multicultural theory should include the 
study of different conceptual models of curricula planning 
and approaches. Also, a critical understanding of con¬ 
cepts like racism, prejudice, and cultural and ethnic 
pluralism should be included as important aspects of this 
dimension. 
The inclusion of a theoretical understanding of 
multicultural education should enhance the thinking skills 
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of future teachers in exploring varied ways of ensuring 
a meaningful schooling experience for all students. 
Also, the inclusion sensitizes the prospective teachers 
to the notion of how schools structure inequalities in 
schooling content and process that then hinder productive 
learning of many students, particularly ethnic minorities. 
Multicultural Philosophy 
A well-articulated philosophy of multicultural educa¬ 
tion is essential to provide a conceptual framework that 
will set parameters for deriving objectives, learning 
activities, and evaluative procedures as the prospective 
teachers begin to implement a multicultural curriculum in 
the classroom. The inclusion of philosophical assumptions, 
values, and beliefs pertaining to multicultural education 
is essential in elementary teacher preparation to help 
prospective teachers understand how and why multicultural 
education can promote learning of all students by enrich¬ 
ing the school curriculum with multicultural perspectives. 
Multicultural philosophy, then, brings out underlying 
values, beliefs, and assumptions that constitute the 
foundation of multicultural education. Equity and 
democracy are important concepts within this dimension. 
The values, beliefs, and assumptions of multicultural 
education are then translated to develop a teaching 
philosophy that will guide the process of creating learning 
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environments that are responsive to cultural diversity 
of students. 
Content Knowledge of Diverse Cultures 
In-depth knowledge of ethnic cultures and shared 
experiences of America are necessary to actualize the 
multicultural approach. Understanding facts and effects 
of racism, economic inequality, political disenfranchise¬ 
ment, prejudices, and sexism are important for future 
teachers. This kind of knowledge is crucial to the 
recognition of existing inequalities of schooling prac¬ 
tices and processes. A multicultural content that includes 
historical, political, social, and economic involvement of 
diverse cultural, ethnic, racial, religious, and social 
groups in the development of the United States is a power¬ 
ful way to bolster self-esteem of all students and to 
celebrate diversity. Also, the multicultural teacher 
education curriculum should have an emphasis on global 
perspectives as a way to promote international understand¬ 
ing in our children. 
Merely gaining a wealth of information about ethnic 
cultures is no guarantee for prejudice and stereotype 
reduction nor for sensitizing student teachers to cultural 
differences. The passage from the easy lucidity of 
rhetoric to the realm of effective action demands an 
approach that involves the participants in the process of 
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knowledge discovery, and construction. In a paper 
presented at an annual meeting of the American Educational 
Research Association in San Francisco, Banks (1989) 
writes: 
Teacher education students attain most of their 
knowledge without analyzing its assumptions and 
values of engaging in the process of construct¬ 
ing knowledge themselves. They often leave 
teacher education programs with many misconcep¬ 
tions about culturally and racially different 
groups and with conceptions about their national 
history and culture that are incomplete, mis¬ 
leading, and chauvinistic. Consequently, the 
knowledge that many teachers bring to the 
classroom contributes to the mystification 
rather than to the clarification of social, 
historical, and political realities. This 
knowledge also perpetuates inequality and 
oppression rather than contributes to justice 
and liberation. (p. 3) 
Multicultural Pedagogy 
Multicultural pedagogy is crucial for achieving 
instructional success in the classroom. The inclusion of 
multicultural pedagogy in elementary teacher preparation 
should help prospective teachers gain the skills and 
techniques of creating environments that are responsive to 
the diverse needs of students. Specifically, the inclusion 
should prepare future teachers with the skills to organize 
and implement multicultural curricula that are meaningful 
to all students. 
Multicultural content knowledge needs to be trans¬ 
lated into a delivery system that will then make it more 
meaningful to students. For successful implementation of 
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curriculum, the knowledge of "how" to do it aspect is 
indispensable. 
The multicultural teacher education curriculum is, 
then, intended for preservice teachers to develop: 
(a) an understanding of the meaning of multicultural 
education; (b) an understanding of ethnic and cultural 
pluralism; (c) skills to analyze their own and students' 
attitudes and values; and (d) pedagogical skills to 
translate multicultural principles into classroom prac¬ 
tices . 
Excessive reliance on identifying and reinforcing 
competencies has the risk of making teachers more like 
assembly linesmen, rather than creative artists who can 
skillfully orchestrate multiple needs of diverse students 
in a complex environment. A more meaningful approach is 
to develop skills that will increase the teacher's 
capacity to vary and create learning environments that 
will effectively meet the needs of a diverse student 
population. 
Summary 
Two types of literature were reviewed in this chapter. 
First, a report of the demographics of diversity in stu¬ 
dent populations was presented as a way to establish a 
rationale for including multicultural education in the 
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curriculum to prepare elementary teachers. The increasing 
diversity of children in public schools and its implica¬ 
tions for the educational system were clearly highlighted. 
The 1991 census predicted that ethnic minorities will 
constitute 48% of the school-age population by the year 
2020. Teachers must be ready to help children from diverse 
cultures improve their learning. 
Second, a review of definitions of multicultural 
education was presented for the purpose of bringing more 
clarity to the concept. Various definitions proposed by 
leading educators were reviewed and a continuum was pro¬ 
posed for understanding the concept. The importance of 
creating a curriculum that reflects cultural diversity was 
strongly pointed out. On the basis of the review of 
literature and the development of a definition of 
multicultural education, a conceptual framework was pro¬ 
posed and then described to guide the development of a 
questionnaire for this study. 
CHAPTER III 
DESIGN OF THE STUDY 
This study has two major purposes. First, multi¬ 
cultural curricula that are currently being offered to 
prospective teachers in seven diverse elementary teacher 
preparation programs are described. Second, teacher 
educators' perceptions toward the importance of multicul¬ 
tural education in the preparation of elementary school 
teachers are reported. Specifically, the following 
research questions guide the nature of this study: 
1. What courses in multicultural education 
are a part of the teacher education cur¬ 
riculum for elementary teacher certifica¬ 
tion in selected institutions of higher 
education? 
2. What do teacher educators consider as the 
main reasons for including or excluding 
multicultural education in their elemen¬ 
tary teacher preparation programs? 
3. What recommendations do teacher educators 
suggest for improving the multicultural 
curriculum of their elementary teacher 
preparation program? 
The design and procedures of this research are cen¬ 
tered on these three research questions. This chapter 
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describes the research design and procedures according to 
each research question. 
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Question 1: What Courses in Multicultural 
Education Are a Part of the Teacher 
Education Curriculum for Elementary 
Certification in Selected Institutions 
of Higher Education? 
First, the sampling procedures are discussed. Second, 
the instruments used to collect data are described. Third, 
methods employed in data collection are detailed. 
Sample Selection 
Prior to the Fall semester 1991, the researcher made a 
formal request to the Bureau of Teacher Certification of 
the Massachusetts Department of Education in Quincy to 
send an updated list of approved elementary teacher prepara¬ 
tion programs. The Bureau sent a list that was revised as 
of June 1991. Taking feasibility and accessibility factors 
into consideration, this study included 13 approved elemen¬ 
tary teacher preparation programs in Western Massachusetts. 
For the purpose of this study. Western Massachusetts is 
defined as all of Worcester County west to and inclusive of 
Berkshire County. This population is comprised of two 
private/public universities, four state colleges, and seven 
private colleges. 
The name of contact persons for each of the 13 
selected elementary teacher preparation programs was 
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checked by making telephone calls to each institution. 
Three institutions had contact persons who were different 
from the names indicated on the list provided by the 
Bureau of Teacher Certification. After noting the changes, 
a directory of the 13 approved elementary teacher prepara¬ 
tion programs was created to help monitor the correspondence 
with each institution. Included in the directory were the 
name, official address, and telephone number of each con¬ 
tact person. 
A letter and a copy of the abstract of the study were 
then sent to each contact person in the 13 approved institu¬ 
tions for the purpose of requesting their particiaption in 
the study (see Appendix A for a copy of the letter to 
request participation). Specifically, each contact person 
was requested to help identify multicultural courses that 
were offered to prospective teachers in the Fall semester 
of 1991 and to send a list of teacher educators in their 
elementary teacher preparation programs. To monitor cor¬ 
respondence with contact persons, a checklist was developed 
and maintained by the researcher (see Appendix B). 
As indicated in the letter, the following week the 
contact persons were contacted to discuss their participa¬ 
tion in the study. As many as five to seven calls were 
made within a period of two weeks to seek their cooperation 
in the study. Several times messages were recorded on 
answering machines. Three institutions had misplaced the 
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letter and the abstract of the study that were sent to 
them. At their request, another copy of the letter and 
abstract were sent to each of them. Telephone contacts 
were, then, made with each of the three institutions for 
their participation in the study. 
Of the 13 elementary teacher preparation programs 
included in the study, only seven responded indicating 
their interest to participate. One state institution was 
in the process of implementing a major program change and 
declined to participate in the study. Two private insti¬ 
tutions declined involvement in the study stating that the 
nature of the courses that were offered in their programs 
might not serve the purpose of the study. One state and 
two private institutions did not respond at all. Hence, 
there are seven diverse colleges and universities that are 
providing data for this study. The classification of 
those seven diverse colleges and universities is indicated 
in Table 1. 
What follows is a brief description of each of the 
seven institutions that participated in this study. These 
brief descriptions for each institution were compiled 
from the individual college catalogs and the 1992 
Peterson's Guide to Four-Year Colleges. The purpose of 
providing this backdrop is to indicate the diversity of 
the colleges and universities that took part in this 
study. 
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Table 1 
Classification of Seven Diverse Colleges 
and Universities 
Institution Code Public/Private State Private 
A 
C 
D 
E 
F 
K 
L 
X 
X 
X 
X 
X 
X 
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Inst.itut.ion A. Located in a metropolitan city, 
Institution A is a private college with an enrollment of 
about 1,385 students in 1990. The students come from as 
many as 25 states and several foreign countries. The ratio 
of students between men to women is 3:2. About 42% of the 
enrolled students commute to the college, while the remain¬ 
ing students (52%) live in the residence halls of the 
college. 
The college offers a wide variety of activities that 
include volunteer work in the community to singing in the 
choir to sports. Varsity athletics includes men's 
basketball, football, golf, hockey, soccer, and tennis, 
and women's basketball, soccer, softball, tennis, and 
volleyball. 
The Bachelor of Arts degree in elementary education 
is one of the majors that the college offers. This major 
has the objective of developing skills, attitudes, and 
knowledge that are necessary to perform as excellent 
beginning teachers. The program prepares prospective 
teachers by providing a broad liberal education and pro¬ 
fessional courses. 
Institution C. Founded in 1904, Institution C is a 
private Roman Catholic coeducational institution that 
occupies a 150-acre campus area in a city setting with 
easy access to a major metropolitan city. Of the total 
enrollment of about 3,000 students in 1990, 1,781 were 
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undergraduates who came from 17 states and seven foreign 
countries. The college has 115 full-time and 60 part-time 
faculty members. 
The percentage profile of undergraduates in 1990 
was: 55% women, 45% men, 2% African-American, 
0% Native American, 2% Hispanic, 1% international stu¬ 
dents . 
Institution D. Located in the area's second largest 
city. Institution D is a private/public university sprawl¬ 
ing over a 45-acre campus that is spotted with contemporary- 
style to victorian-style buildings. 
In 1990, the college had 2,216 undergraduates from 
47 states and 71 foreign countries. Based on the 1990 
enrollment of students in the college, foreign students 
were 9% of the total population, while American minorities 
constituted only 10%. 
The 170 full-time and 98 part-time faculty members 
pride themselves in having an open relationship with 
students. Ninety-six percent of the full-time faculty 
members hold Ph.D. degrees. 
Institution E. Founded in 1928, Institution E is a 
private four-year women's liberal arts college in a 
suburban setting. A notable feature of the college is that 
with a total enrollment of 1,200, it is small enough to 
ensure highly personalized instruction yet large enough to 
accommodate expanding areas of interest. 
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There are 54 full-time and 27 part-time faculty 
members. More than 60% of the full-time faculty members 
have Ph.D. degrees. The college tries to maintain the 
ratio of faculty and student at 14:1 so that students are 
able to receive individualized attention from faculty 
members. 
Institution E. Established in 1894, Institution E 
is a state college located near the center of a city. In 
1990, 2,040 women and 1,360 men were enrolled as under¬ 
graduates in the college. Half of the enrolled students 
live in the campus residence halls. 
There are 224 full-time faculty members. More than 
half the faculty hold Ph.D. degrees. They teach Freshman 
sections as well as advanced courses. The college offers 
a strong liberal arts and science curriculum, and elemen¬ 
tary education is one of the programs. Also, the college 
publishes a weekly newspaper, a yearbook, and a literary 
magazine. These publications offer opportunities to stu¬ 
dents to enhance their creativity. 
The college has a mission to offer a sound and 
thorough education to students of all ages and backgrounds, 
with particular concern for those with low and moderate 
economic means. A strong curriculum in liberal arts is 
considered to be one of the best ways to prepare students 
to discover and develop their abilities to meet varying 
demands of leadership and services. 
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Institution K. Founded in 1863 as a land-grant 
agricultural college. Institution K is now a large, public, 
multifaceted university that offers 104 degree programs 
at the undergraduate level, as well as 70 master's 
programs and 48 doctoral programs. It enrolls nearly 
18,000 undergraduates. Eighty percent of these under¬ 
graduates are residents of the state, while the rest come 
from throughout the country and the world. Over 10,000 
of the enrolled undergraduates live in one of 42 residence 
halls in five different areas. It is mandatory for 
Freshmen and Sophomore undergraduates to live in residence 
halls. 
The university is located in an area that takes pride 
in having the educational and cultural advantages of an 
urban environment within a rural setting. It has more 
than 1,200 full-time faculty members who are committed to 
excellence in teaching and research. 
Elementary teacher preparation is one of the certifi¬ 
cation programs within the School of Education. Grounded 
in a strong liberal arts education, it offers a four-tier 
sequence of courses and supervised field experiences that 
are designed to develop professional competencies to 
teach effectively in Grades 1-6. One goal of the program 
is to enhance the ability of students to understand the 
necessity of appreciating and valuing diversity in a 
multicultural nation and globally interdependent world. 
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Institution L. Founded in 1838, Institution L is 
a state-supported, comprehensive, coeducational institu¬ 
tion that sprawls on a 227-acre campus in a rural setting. 
It enrolls over 4,420 undergraduates. In the Fall of 
1990, there were 4,421 undergraduates from 12 different 
states and two foreign countries. It has 164 full-time 
and 49 part-time faculty members. 
The undergraduate profile for Fall 1990 was 
presented as 26% part-time; 96% state residents; 10% 
transfers; 56% women and 44% men; 3% African-American; 
1% Hispanic; 1% Asian-American; 8% 25 years of age or 
older. 
Instrumentation 
The preliminary part of the instrumentation process 
involved a pilot study at one of the elementary teacher 
preparation institutions. After seeking the approval from 
the program director, a pilot study was carried out during 
the Spring semester of 1991 (see Appendix C for approval 
letter). 
A careful study of the multicultural course descrip¬ 
tions procured for the pilot study and literature on 
multicultural curricula led to the development of a 
conceptual framework for the purposes of describing 
multicultural courses. Two basic ways to offer multi¬ 
cultural courses are separate or additive approaches. 
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Both these curricular approaches are included in this 
framework. 
Research in the multicultural curriculum aspect of 
teacher education has consistently suggested that the 
development of knowledge, attitudes, and skills are crucial 
for teachers to provide a meaningful learning experience to 
culturally diverse students (Baker, 1983; Banks, 1989; 
Gay, 1977; Lynch, 1988). Invariably, the course content 
has included elements of knowledge, attitudes, and skills 
which are often referred to as cognition, affection, and 
behavior. Baker (1983) considers them as stages, and 
identified them as acquisition, development, and involve¬ 
ment. 
Gay (1977) offers a basic approach to understanding 
what is critical to be included in each of these components 
that may constitute a multicultural curriculum for teacher 
education. She suggests that the knowledge component 
include the study of cultural pluralism, philosophy of 
multicultural education, classroom dynamics, and ethnic 
resource materials; the attitude aspect to include the 
development of realistic and enabling attitude toward 
cultural diversity, self-awareness, and sense of security 
teaching ethnic and cultural diversity; and the skills 
component to comprise the development of cross-cultural 
skills, multicultural curriculum skills, and multiethnic 
instructional skills. 
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Also, a perusal of the course descriptions from the 
pilot study indicated that courses were listed in a 
variety of ways. Generally, a course has a title, course 
number, course credit, and content outline. Separate 
multicultural courses or multicultural contents were 
included in already existing Foundations courses. Both 
types of courses identified by the contact persons of each 
institution were tabulated and described. Table 2 
represents the matrix used for tabulating multicultural 
courses. 
Data Collection 
The data for this research question with regard to 
the existing multicultural curricula for preparing elemen¬ 
tary teachers was collected from the course descriptions 
and other relevant documents obtained from the participat¬ 
ing institutions. Each of the contact persons in the 
seven diverse colleges and universities were asked in 
their letter to identify multicultural courses that were 
offered in the Fall of 1991 as part of their preparation 
of elementary school teachers. Documents sent by the 
participating institutions provided the data necessary to 
help answer the research question. 
Analysis of Data 
The data were then analyzed for the purposes of con¬ 
structing a profile for each institution. The process of 
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Table 2 
Matrix to Represent Multicultural 
Courses 
Course No. Course Title 
Course 
Credits 
1 
2 
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analyzing involves tabulating the matrix courses that were 
identified by each contact person. The courses were 
listed with their name, credit number of the course, and 
other relevant information on a 3x5 card. The composite 
profile for all institutions was also constructed. 
Question 2: What Do Teacher Educators Consider 
as the Main Reasons for Including or Excluding 
Multicultural Education in Their Elementary 
Teacher Preparation Programs? 
The approach for seeking an answer to the above ques¬ 
tion consists of (1) determining the sample, (2) developing 
and administering a questionnaire, and (3) data organiza¬ 
tion and analysis. What follows is a description of these 
parts. 
Sample Selection 
Included in this study were seven elementary teacher 
preparation programs that were comprised of two public/ 
private universities, two state colleges, and three private 
colleges. The preliminary pilot study helped clarify the 
process that facilitated the sampling procedure. To avoid 
duplication of efforts, a specific request was made in the 
letter sent to each contact person for the first research 
question to help identify the elementary teacher educators 
within their programs. Several telephone calls were made 
to each contact person of the participating institutions 
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to send the information that was requested in the 
letter. 
The names of teacher educators sent by each contact 
person constituted the sample population for this research 
question. A plan was then created to ensure that the 
questionnaire was sent to each teacher educator in the 
seven diverse colleges and universities. One aspect of the 
plan was to prepare a letter to be sent, along with the 
questionnaire and a self-addressed, stamped envelope, to 
facilitate the early return of the completed questionnaire 
to the researcher. Stated in the letter was the assurance 
of the highest level of confidentiality, that the informa¬ 
tion would only be used for research purposes, and that 
the identity of the respondents would not be revealed under 
any circumstances. 
A request was made in the letter to return the com¬ 
pleted questionnaire by a specified date. A separate 
letter was also sent to each contact person of the programs 
to solicit their assistance with this study by returning 
the completed questionnaire. More importantly, they were 
requested to encourage the participation of their teacher 
educators in the study. 
Developing the Questionnaire 
Since an appropriate instrument was not available to 
determine teacher educators' perceptions of the importance 
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of the role of multicultural education in the preparation 
of elementary school teachers, a new one was created to 
serve the purpose of this research. A questionnaire is a 
means of gathering data for specific purposes. The con- 
textualization of questionnaire content within a conceptual 
framework is crucial to ensure that data is purposefully 
collected and analyzed. 
The conceptual framework that was developed and 
described in Chapter II helped determine the content 
validity of the questionnaire as an instrument for data 
collection for this study. What follows is a description 
of the process of developing the questionnaire. 
Prior to the pilot study, the researcher prepared a 
list of items that the scholars of multicultural education 
have considered as essential for a viable multicultural 
teacher education. The items of the questionnaire were 
carefully selected to ensure that they would provide some 
information or opinion regarding one of the variables 
described earlier in the conceptual framework. A draft of 
the questionnaire was then generated from those items for 
the purpose of reporting teacher educators' perceptions 
of the importance of multicultural education in elementary 
teacher preparation programs. 
Three elementary teacher educators at the pilot study 
site were asked to review and make changes to the ques¬ 
tionnaire to ensure clarity of language and content. A 
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draft copy of the questionnaire was sent to each teacher 
educator for the purposes of reviewing it prior to a 
personal meeting with them. Later, the researcher met 
with each teacher educator to discuss changes necessary 
for improving the questionnaire. Each item in the ques¬ 
tionnaire was thoroughly probed and discussed. The 
suggestions offered by each teacher educator were then 
incorporated into the draft questionnaire. The revised 
draft was again reviewed by two experienced educators who 
were graduate students majoring in Curriculum Studies in 
the Cultural Diversity and Curriculum Reform Program in 
the School of Education at the University of Massachusetts 
at Amherst. 
A copy of the revised draft questionnaire was given 
to those two graduate students who were requested to 
carefully review the draft for the purposes of making 
changes and suggestions to improve and clarify the content 
of the questionnaire. Each graduate student critically 
reviewed each item in the questionnaire and the suggestions 
offered were included in the process of developing the 
questionnaire. 
The following procedure was implemented for the 
purpose of establishing the content validity of the 
questionnaire as a research instrument for data collection. 
Each item of the thoroughly revised questionnaire was 
categorized into four variables as described in the 
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conceptual construct. Then the items were written on 3x5 
cards and were grouped according to the way they were 
related to the four different variables. Three sets were 
prepared. 
Three judges were selected on the basis of their 
professional expertise and experiences with regard to 
issues of multicultural education in the preparation of 
public school teachers. All three had extensively par¬ 
ticipated in workshops and study teams that addressed 
issues of multicultural education and teacher preparation. 
Two of the judges were advanced doctoral students in the 
Cultural Diversity and Curriculum Reform Program at the 
School of Education, University of Massachusetts at Amherst. 
The third was an outstanding elementary public school 
teacher who is well known for her ability to create learn¬ 
ing environments that promote learning of diverse students. 
She is also a recipient of several awards for her contribu¬ 
tions to public school education. 
Of the two advanced doctoral students, one has 
extensively travelled to different parts of the world to 
provide educational consultancy. She has gained a wide 
range of experiences to organize and implement programs 
that ensure meaningful learning experiences to all partici¬ 
pants. The other is an active member of a local advocacy 
group for multicultural issues and has taught undergraduate 
courses on multicultural education. On the basis of their 
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professional experiences and expertise in the field of 
multicultural teacher education, the three judges were 
considered competent and qualified to be included in this 
study to help in the process of establishing content 
validity of the questionnaire. 
The researcher scheduled appointments with each 
judge. Prior to the meeting, the judges were given 
descriptions of the conceptual framework to read. At the 
meeting, each judge was presented with one stack of 3x5 
cards at a time and was asked to judge the degree to which 
each statement in the stack was related to a variable under 
study. Depending upon the way each statement was perceived 
to be related, each judge was asked to divide the cards 
into three groups designated as "Directly Related", 
"Indirectly Related", or "Not Related" to the variable 
under study. In this way, each judge went through the 
process of determining the relationship of each statement 
in each of the four stacks representing four variables 
of multicultural teacher education in the conceptual 
framework. The four variables are multicultural principles, 
multicultural philosophy, content knowledge of diverse 
cultures, and multicultural pedagogy. 
In the presence of each judge, the cards were stacked 
together and categorized according to the three groups 
that each judge placed them: "Directly Related", 
"Indirectly Related", and "Not Related" to a multicultural 
71 
dimension under study. The data collected from each judge 
was kept separately in envelopes marked Judge 1, Judge 2, 
and Judge 3. 
Steps were then taken to ensure that data collected 
from the judges were not tampered with. Three criteria 
were established for selection or rejection of items based 
on the information provided by the judges on each item. 
First, the items that were indicated as "Directly Related" 
to a dimension by all three judges would be selected. 
Second, the items that were indicated to be "Directly 
Related" to a dimension by two judges would be the next 
ones to be included in the questionnaire. Third, the rest 
of the items would be rejected. 
In order to facilitate the process of selection or 
rejection of items, a grid was created (see Appendix D). 
Two copies of the grid were made. One copy was given to 
an observer who was requested to tabulate the data 
collected from the three judges on the grid. When the 
observer had completed the tabulation of the data on the 
grid, the researcher placed those data on the second 
grid for the purpose of validation of the two sets of 
data. Thereafter, the observer and the researcher 
compared the two sets of data and went through a process 
of selection and rejection of items based on the three 
criteria determined earlier. 
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The above process of validation led to the selection 
of 22 items from a total of 32. The selected items were 
then randomly placed in the questionnaire. The process of 
randomization was accomplished by undertaking the following 
procedure. 
Each item was assigned a number from 1 to 22. These 
numbers were written on small pieces of paper which were 
folded and placed in a container. The folded papers were 
randomly picked from the container and were assigned a 
new number from 1 to 22. The items in the questionnaire 
were then arranged in accordance with these randomly 
selected numbers. A draft of the questionnaire was then 
presented to the researcher's faculty advisor for approval. 
Copies of the final questionnaire were sent to each of the 
teacher educators included in this study (see Appendix E). 
Data Collection 
A plan was conceived to facilitate the process of 
sending out the questionnaire to the teacher educators in 
the seven diverse colleges and universities. A database 
directory of the names and official addresses of the 
teacher educators was created. A letter was sent to each 
participant along with the questionnaire (see Appendix F). 
The participants were requested to return the completed 
questionnaire in the self-addressed, stamped envelope by 
a specified date. To ensure anonymity of respondents, a 
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code number was written on the top right corner of each 
questionnaire. 
The code was comprised of a letter of the alphabet 
(to represent the institution) and then a number from 
1 to 10 or so on (to indicate a teacher educator within 
a particular institution of higher education). Also, 
a checklist was designed to monitor the process of 
receiving completed questionnaires and follow-up 
communication with participants to return their completed 
questionnaire. 
The completed questionnaires returned by the respon¬ 
dents were filed by individual institution based on the 
coded information written on the top right corner of the 
questionnaire. After the specified date of return 
for the questionnaire passed, a letter was sent to each 
participant in the study who did not respond as a reminder 
to return the completed questionnaire (see Appendix G). 
A new set of questionnaires, along with a new cover 
letter, was sent to all participants in those institutions 
where the response rate was below 50%. Included in this 
category were Institutions A, C, D, F, and L. Once again, 
the contact person of each institution was requested on 
the telephone to remind their teacher educators to respond 
to the new set of questionnaires. 
One of the participants from Institution D felt 
uncomfortable in responding to the questionnaire in the 
absence of a clearly defined operational definition of 
multicultural education. The researcher sent him the 
definition that is included in Chapter II but the partici¬ 
pant was still not satisfied. It was judged that this 
respondent did not really want to participate in the study. 
As for the second attempt to enhance the return of 
completed questionnaires, 37 questionnaires were sent to 
participants in the five institutions that had a return 
rate below 50%. The researcher received four completed 
questionnaires as a result of this second effort to 
collect data. Two were returned from Institution E, and 
the other two were returned from Institution G. 
Analysis of Data 
Three types of data collected for the purpose of this 
research question were analyzed in the following way. 
First, the data related to the perceptions of teacher 
educators toward the importance of multicultural education 
in the preparation of elementary teachers were tabulated. 
Statistical methods of percentages and frequencies were 
used to analyze the data. Second, the data related to 
the reasons respondents included or excluded multicultural 
education in their teacher preparation programs were 
analyzed. The responses were written on a 3x5 card and 
were analyzed on the basis of patterns emerged from the 
responses that were recorded verbatim. Third, the specific 
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data that resulted from responses of teacher educators 
to a Likert-scale 22-item questionnaire were coded, 
tabulated, and analyzed on the basis of percentages and 
frequencies for each participating institution and then 
for the whole group. 
Question 3: What Recommendations Do Teacher 
Educators Suggest for Improving the 
Multicultural Aspect of Their 
Teacher Preparation Program? 
The process of sample selection and data collection 
were the same as for Question 2. The description of 
sample selection and data collection were intentionally 
not included to avoid duplication of information. What is 
explained here is the process of data collection and 
analysis that are pertinent for seeking answers to this 
question. 
Data Collection 
Data for this question were collected through the 
questionnaire designed for this research. The teacher 
educators were asked in the questionnaire to include 
recommendations that they thought were important for 
improving multicultural education in their teacher prepara¬ 
tion programs. First, they were asked to respond as to 
whether they thought multicultural education was 
(1) "Extremely Important", (2) "Important", (3) "Moderately 
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Important", or (4) "Unimportant" to the preparation of 
elementary teachers. Second, they were asked to state 
reasons as to why multicultural education should be or 
should not be a part of their elementary teacher prepara¬ 
tion programs. Third, they were asked to list some of 
their recommendations for making multicultural education 
a more effective part of their elementary teacher prepara¬ 
tion program. 
Analysis of Data 
Data collected through the questionnaire were coded, 
organized, and analyzed. What follows is a description 
of the analytical procedure. 
Data obtained were written on 3x5 cards verbatim and 
were analyzed on the basis of categories that emerged from 
the data. Since there were three institutions that had 
sent one or two responses, no attempt was made to present 
a profile for each individual institution. Rather, the 
data were analyzed and reported for the whole group. 
Summary 
This study had two major purposes: (1) to identify 
and describe the multicultural curricula that was offered 
to prospective teachers in the seven diverse colleges and 
universities; and (2) to report teacher educators' percep¬ 
tions toward the importance of the role of multicultural 
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education in the preparation of elementary teachers. 
Specifically, three research questions guided the process 
of data collection, data analysis, data interpretation, 
and data presentation. The questions were: 
1. What courses in multicultural education 
are a part of the teacher education cur¬ 
riculum for elementary teacher certifica¬ 
tion in selected institutions of higher 
education? 
2. What do teacher educators consider as the 
main reasons for including or excluding 
multicultural education in their elemen¬ 
tary teacher preparation programs? 
3. What recommendations do teacher educators 
suggest for improving the multicultural 
curriculum of their elementary teacher 
preparation program? 
Seven diverse colleges and universities provided the 
data that were necessary to describe the multicultural 
curricula offered to prospective teachers in these partici¬ 
pating institutions. A questionnaire that consisted of 22 
statements was developed to elicit perceptions of teacher 
educators toward the importance of the role of multi¬ 
cultural education in the preparation of elementary 
teachers. Twenty-six teacher educators from seven diverse 
institutions of higher education reported their perceptions 
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toward the importance of the role of multicultural educa¬ 
tion in the preparation of elementary teachers. 
CHAPTER IV 
ANALYSIS AND INTERPRETATION OF DATA 
The purpose of this chapter is to report, analyze, 
and interpret the data collected for seeking answers to 
the three research questions that guided the process of 
the inquiry. The chapter is presented in three parts, 
each corresponding to one of the specific research ques¬ 
tions. The first part describes and analyzes the 
multicultural courses that were offered in elementary 
teacher preparation programs during the Fall of 1991 in 
seven diverse institutions of higher education. The 
second part reports, analyzes, and interprets the percep¬ 
tions of teacher educators toward the importance of 
multicultural education in the preparation of elementary 
teachers. The third part reports the recommendations 
suggested by teacher educators for strengthening the 
multicultural curriculum in their elementary teacher 
preparation programs. 
Research Question 1: What Courses in 
Multicultural Education Are a Part of 
the Teacher Education Curriculum for 
Elementary Certification in Selected 
Institutions of Higher Education? 
First, courses obtained from each institution of 
higher education were analyzed to present an individual 
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profile for each institution. Then, a group profile is 
offered as a way to present an overview of multicultural 
curricula currently being offered to prospective elementary 
teachers. What follows are individual profiles for each 
institution of higher education with regard to multi¬ 
cultural curricula offered to prospective elementary 
teachers during the Fall 1991 academic session. 
Individual Profiles of Seven 
Colleges and Universities 
Institution A. In this college, multicultural educa¬ 
tion was not offered as a separate course. However, 
multicultural education was included as topics in two 
courses which are listed in Table 3. 
One specific objective that related to issues in 
multicultural education was outlined in the course objec¬ 
tives: To provide student teachers with up-to-date 
knowledge in current issues confronting all educators, 
parents, and students, including tracking, multicultural 
issues, and school reform. Included as a topic in the 
course, the multicultural aspect was described to develop 
the competencies of student teachers to address the 
cultural needs of and challenges facing special needs 
children, linguistic minorities and other minorities, 
so that the prospective teachers could work toward 
effective integration of these students within the school 
community. 
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Table 3 
Courses That Included Topics in Multicultural 
Education in Institution A 
Course 
Course No. Course Title Credits 
ED 200 Principles of Education 3 
ED 412 Seminar in Education 3 
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One assignment of the "Seminar in Education" course 
was for students to write a summary of current issues on 
multicultural education as a response to readings provided 
by the instructor. Also, inviting guest speakers to the 
class was a unique feature of the "Principles of Education" 
course as a way to address issues in multicultural educa¬ 
tion . 
On the basis of the above data about the current 
status of multicultural courses at this institution, 
one can assume that multicultural education did not 
constitute a vital part of the preparation of elementary 
teachers in this institution since a small part of the 
curriculum is devoted to multicultural education. 
Institution C. Multicultural education, as a separate 
course, was not offered by this institution to its future 
elementary teachers. However, Table 4 lists multicultural 
topics that were included in the courses identified by the 
contact person of the institution for the purpose of this 
research. 
Of the five course descriptions, only "Methods and 
Curriculum in Elementary Education" and "Foundations of 
Education" made reference to multicultural education. For 
example, the "Methods and Curriculum in Elementary 
Education" course required prospective teachers to develop 
a children's literature file by using a provided format, 
and ten of those books had to deal with multicultural 
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Table 4 
Courses That Included Multicultural Education 
in Institution C 
Course No. 
Course 
Course Title Credits 
ED 145 Teaching of Reading 3 
ED 162 Education Psychology 3 
ED 192A Methods & Curriculum in 3 
Elementary Education I 
ED 192B Methods & Curriculum in 3 
Elementary Education II 
ED 142 Foundations of Education 3 
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issues. The "Foundations of Education" course included a 
chapter on "Student Diversity" from the textbook 
Teachers, Schools, and Society (Sadker & Sadker, 1991). 
Based on the above data, it is reasonable to conclude 
that multicultural education, as an expressed curricula, 
was being considered as an important part of the elementary 
teacher preparation in this institution. 
Institution D. Initially, the contact person of the 
institution seemed unwilling to participate, stating that 
the institution did not offer courses that might be rele¬ 
vant for this study. Later, the contact person agreed to 
participate in the study but would not send course 
descriptions. However, a 1990-1992 academic catalog of 
the college was sent to the researcher. The college 
catalog contained descriptions of courses that were 
offered as a part of its elementary teacher preparation 
program. The catalog was used here as the basis for 
obtaining data on multicultural courses. 
The college had no separate multicultural course, but 
there were four courses that referred to multicultural 
issues as topics in them. Table 5 shows the courses that 
included multicultural education as topics. 
Of the courses listed, "Field Experiences in 
Elementary School" was the only one that used the term 
"multicultural" in its content. As a part of this 
seminar course, the students were required to spend five 
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Table 5 
Courses That Included Multicultural Education 
in Institution D 
Course 
Course No. Course Title Credits 
ED 152 The Child & the Educative 
Process 
3 
ED 280 Cross-Cultural Perspectives in 
the Acquisition of Literacy 
3 
ED 28 2 Field Experiences in the 
Elementary School 
3 
ED 28 5 Instructional Methods for 
Facilitating Literacy 
Development 
3 
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hours a week working with a classroom teacher in an 
assigned school. The weekly seminar for which the course 
was designed was a forum for addressing their "classroom 
experiences and issues relating to multicultural and 
special needs students in the regular school setting." 
"The Child and the Educative Process" course referred 
to teaching strategies for "children from minority back¬ 
grounds," while "Instructional Methods for Facilitating 
Literacy Development" included a topic on "the impact of 
cultural differences on classroom discourse." Designed 
for discussion in a seminar format, the course "Cross- 
cultural Perspectives in the Acquisition of Literacy" 
addressed literacy issues through an "historical and 
anthropological analysis of contemporary cultures." 
Based on the above information, it is reasonable for 
one to assume that efforts to include multicultural 
education into curriculum for the preparation of elemen¬ 
tary teachers was not a priority at this institution. 
Institution E. This institution did not offer 
multicultural courses as a part of their elementary 
teacher preparation program. Courses that were 
indirectly related to multicultural education are listed 
in Table 6. 
The courses listed were identified by the contact 
person to have multicultural foci. The course objectives 
relating to multicultural education were very closely 
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Table 6 
Courses That Included Multicultural Education 
in Institution E 
Course No. Course Title 
Course 
Credits 
EDU 302 Methods of Teaching Elementary 
Social Studies 
3 
EDU 100 Introduction to Schooling & 
Education 
3 
EDU 335 Issues & Problems in Education 1 
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highlighted in "Introduction to Schooling and Education" 
and "Issues and Problems in Education". Two of the stated 
objectives in "Introduction to Schooling and Education" 
were: (1) To analyze the role of the teacher as related 
to current multicultural global awareness, and (2) to 
examine current issues in American education (linguistic, 
racial, non-Western, gender issues). The required text¬ 
book for this course was Taking Sides (Noll, 1989). 
Three objectives in "Issues and Problems in 
Education" that related to multicultural education were: 
(1) To learn to develop opportunities in the classroom 
to enhance the self-esteem of each child; (2) to learn 
how to avoid and discourage racial, sexual, social, 
ethnic, religious, physical, and other stereotyping; and 
(3) to explore multiculturalism and its importance in 
today's classroom. For this course, the definition of 
multicultural education that the American Association of 
Colleges for Teacher Education (AACTE) proposed in 1972 
was one of the required reading topics. 
The above information with regard to the expressed 
curricula suggests that the institution was making con¬ 
certed efforts to include a variety of multicultural 
issues in many of its Foundations courses. It is reasona¬ 
ble to conclude that the institution recognizes the 
significance of preparing elementary teachers for 
culturally diverse school settings. Additionally, the 
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institution was in the process of creating a separate 
multicultural course in the near future as an important 
part of its elementary teacher education program. 
Institution F. There were no courses specifically 
described as multicultural in the teacher preparation 
program for elementary majors. However, the following 
courses taught at this institution were identified as 
multicultural, and the students in the elementary teacher 
education program were required to select two at a minimum. 
Table 7 lists courses identified by the contact person of 
the institution. 
The college's Special Education Department offered a 
course, titled "Contemporary Issues in Multicultural/ 
Bilingual Education," that was open to elementary education 
majors as an elective. 
On three occasions, the researcher asked the contact 
person to request the course instructors to specify the 
content of multicultural education in their individual 
courses that are listed in Table 7. The researcher was 
told that increased teaching loads and time constraints 
made it difficult for course instructors to comply with 
this request. 
From the information that was available on the 
courses listed, the descriptions of three courses are 
highlighted here as they had made reference to 
"multicultural education" in their content. The Women 
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Table 7 
Courses That Included Multicultural Education 
in Institution F 
Course No. Course Title 
Course 
Credits 
PHIL 3610 Comparative Religious Experience 3 
RUS 2400 Russian Literature in 
Translation 
3 
RUS 2500 Dostoevsky & Tolstoy-C 3 
HIST 1000 World Civilization-I-C 3 
HIST 1100 World Civilization II 3 
HIST 2700 History of Mexico, Central 
America & the Caribbean 
3 
HIST 2490 Women in the U.S. History to 
1870 
3 
HIST 2500 Women in the U.S. History: 
1870 to the Present 
3 
FREN 2000 Intermediate French I 3 
GER 2000 Intermediate German I 3 
SPAN 2000 Intermediate Spanish 3 
ART 1820 Contemporary Art 3 
MUSC 2000 Commonwealth of the Arts 3 
ENGL 2400 World Literature I 3 
ENGL 2400 The Bible as Literature 3 
ENGL 2520 Classical Mythology 3 
ENGL 2650 Other Voices 3 
ENGL 3110 The World Novel Since 1914 3 
ENGL 4120 20th Century Irish Fiction 3 
SOC 1100 Introduction to Sociology 3 
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in the U. S. History: 1870 to the Present" course 
focused on: 
Women in America, the struggle against dis¬ 
crimination and for the ballot, the history of 
various women's groups, including working 
class. Black, and immigrant women. Not merely 
the study of exceptional but women as house- 
wifes, breadwinners, and citizens. (p. 2) 
The "Other Voices" course included works by signifi¬ 
cant ethnic writers, including first-generation 
immigrants such as James Farrell, Maxine Hong Kingston, 
Abram Tertz, and Zora Neale Hurston. The above informa¬ 
tion suggests that this institution of higher education 
is taking the necessary steps for strengthening their 
multicultural curriculum for preparing elementary teachers 
to meet the needs of a culturally diverse school setting. 
Institution K. This institution offered courses 
that were specifically identified as multicultural 
courses. Also, "Introduction to Multicultural Education" 
was a compulsory course that was required by all prospec¬ 
tive elementary teachers enrolled in its elementary 
teacher preparation program. In addition, many courses 
that were part of the elementary teacher preparation pro¬ 
gram included well-defined topics relating to multi¬ 
cultural issues. 
The one-credit courses, described below, were 
designed for social issues workshops that emphasized the 
nature, manifestations, and dynamics of issues such as 
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classism, sexism, disability, racism, men and masculinity, 
lesbian/gay/bisexual oppression, and Jewish oppression. 
Also, they included "strategies for interrupting and 
helping to eradicate those oppressions." The prospective 
teachers were required to select two of the one-credit 
courses. 
"Introduction to Multicultural Education" was a 
comprehensive course that provided a basic introduction to 
the "historical, sociological, philosophical, and 
pedagogical foundations of multicultural education." The 
course requirements included maintenance of a class 
journal, oral presentation of a research paper, and a book 
critique. 
First, multicultural courses are listed in Table 8. 
Second, courses that clearly included topics relating to 
multicultural issues are listed in Table 9. 
Topics included in the "Teaching Social Studies" 
course were multicultural issues in the social studies 
curriculum, curricular need to respond to the needs of 
learners in "an interdependent and diverse world," and 
"discovering global interdependence." One of the goals 
in the "Elementary Science Methods" course was "to help 
teachers think about the role of science and science 
learning in our multicultural society." 
This institution offered separate multicultural 
education courses that related to a variety of important 
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Table 8 
Courses Identified as Multicultural Education 
in Institution K 
Course 
Course No. Course Title Credits 
EDUC 3-392L Lesbian/Gay/Bisexual Oppression 1 
EDUC 3-392K Classism 1 
EDUC 3-392G Disability Oppression 1 
EDUC 3-392D Racism 1 
EDUC 3-392E Sexism 1 
EDUC 3-392F Jewish Oppression 1 
EDUC 3-392B Men & Masculinity 1 
EDUC 1-377 Introduction to Multicultural 
Education 
3 
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Table 9 
Courses That Included Multicultural Education 
in Institution K 
Course No. Course Title 
Course 
Credits 
EDUC 1-459 3 
EDUC 1-462 
Teaching Social Studies 
Elementary Science Methods 3 
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social issues. Also, the program description reflected a 
strong emphasis on multicultural education. The program 
sought to develop in prospective teachers the ability 
"to create, identify, modify, and use instructional 
strategies appropriate for the developmental levels, 
learning styles, and cultural backgrounds of children." 
Also, the ability to understand the necessity of appre¬ 
ciating and valuing diversity in a multicultural nation 
and globally interdependent world was reinforced in the 
program. 
On the basis of expressed curricula offered at this 
institution, one may conclude that multicultural education 
was indeed a vital part of their elementary teacher 
preparation curriculum. 
Institution L. There was one course that was identi¬ 
fied to have included topics relating to multicultural 
education. A pre-practicum component of that course 
provided opportunities to prospective teachers to enhance 
the skills that were acquired from the coursework. 
Table 10 represents the course and its pre-practicum 
element that included aspects of multicultural education. 
One of the required textbooks for the "Principles of 
Teaching" course included Planning and Organizing for 
Multicultural Instruction (Baker, 1983). Also, student 
teachers were required to develop a multicultural lesson 
that was to be taught in a class for their pre-practicum. 
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Table 10 
Courses That Included Multicultural Education 
in Institution L 
Course 
Course No. Course Title Credits 
ED 320 Principles of Teaching II 3 
ED 324 Field Experience II 3 
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These lessons were later compiled together to create a 
resource for the program. 
The data with regard to expressed multicultural 
curricula suggest that multicultural education was being 
considered as an important part of elementary teacher 
preparation at this institution. 
What follows is a presentation of a group profile for 
all seven diverse participating institutions. 
Group Profile of Seven Institutions 
As a second part of the data analysis and interpreta¬ 
tion, a composite profile of seven diverse colleges and 
universities is presented in Table 11 for the purpose 
of giving an overview of multicultural courses that were 
offered in institutions included in this study. 
The group profile presented here indicates that 
curricular approaches to include multicultural education 
varied from institution to institution. 
If the expressed curricula is any evidence, then one 
may conclude from this study that multicultural education 
still continues to be at the periphery. When a new issue 
in student learning emerges, the conventional approach to 
address it appears to be reshuffling existing curriculum, 
rather than creating a new curriculum. Multicultural 
education courses are highly varied from institution to 
institution. Much of the attempts to infuse curricula 
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Table 11 
Group Profile of Multicultural Courses 
in Seven Institutions 
Institution 
Code 
Multicultural Course 
Separate Approach 
Multicultural Course 
Additive Approach 
A X 
C X 
D X 
E X 
F X 
K X X 
L X 
"X" represents multicultural approach 
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with content about ethnic cultures include a topic or so 
within an existing Foundations course. In six of the 
participating institutions, multicultural education was 
offered as an additive approach, while only one institu¬ 
tion offered it as a separate course. The attempts in 
those six institutions to address multicultural issues 
were through inclusion of topics or units in one of the 
already existing courses. There was only one institution 
which offered courses that were defined and designated 
as multicultural education. Also, the same institution 
offered a compulsory multicultural education course that 
was required to be taken by all prospective elementary 
teachers enrolled in its program. 
Research Question 2: What Do Teacher 
Educators Consider as the Main 
Reasons for Including or Excluding 
Multicultural Education in Their 
Elementary Teacher Preparation 
Programs? 
Three types of data were collected from teacher 
educators from seven diverse colleges and universities to 
help answer the above research question. The researcher 
recognized that it was necessary to determine the percep¬ 
tions of teacher educators toward the importance of 
multicultural education in the preparation of elementary 
teachers. Hence, they were, first, asked to respond to a 
Likert-scale question that was intended to determine 
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the perceptions of teacher educators toward the importance 
of multicultural education for the preparation of elemen¬ 
tary teachers. Responses could range from (1) "Extremely 
Important", (2) "Important", (3) "Moderately Important", 
and (4) "Unimportant". Second, they were asked to state 
reasons for including or excluding multicultural education 
within their programs. Third, they were required to 
respond to a specific Likert-type 22-item questionnaire 
that was designed to seek teacher educators' perceptions 
to the importance of multicultural education as a part of 
elementary teacher preparation programs. Responses to 
each item in the questionnaire could range from 
(1) "Strongly Agree", (2) "Agree", (3) "Disagree", and 
(4) "Strongly Disagree". 
Data Analysis to Determine the Importance 
of Multicultural Education 
The first data centered on eliciting responses of 
teacher educators to determine to what extent they 
thought multicultural education was important in the prepa¬ 
ration of elementary teachers. The respondents were 
asked to report their perceptions on a Likert-scale ques¬ 
tion that could be scored (1) "Extremely Important", 
(2) "Important", (3) "Moderately Important", and 
(4) "Unimportant". The responses of teacher educators 
were tabulated. Percentages and frequencies were used to 
analyze the data. 
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The frequency distribution of responses of teacher 
educators to the importance of multicultural education to 
the preparation of elementary teachers is shown in 
Table 12. 
The critical need to include multicultural education 
in elementary teacher preparation programs was considered 
to be very important by 69.2% of the respondents, while 
not a single respondent perceived it to be unimportant. 
As for the moderately important nature of multicultural 
education, 7.8% of the respondents perceived it to be 
moderately important for the preparation of elementary 
teachers. It is obvious from the results of the data 
analysis that an overwhelming percentage of 69.2 regarded 
multicultural education as a very important part of 
elementary teacher preparation. 
Data Analysis of Reasons to Include/ 
Exclude Multicultural Education 
The second data centered on reasons why the teacher 
educators included/excluded multicultural education in 
their elementary teacher preparation programs. The 
process of data analysis involved writing on 3x5 cards 
the reasons stated by teacher educators for including or 
excluding multicultural education as a part of their 
elementary teacher preparation programs. 
The analysis of the data is presented in three ways. 
First, a summary of reasons for inclusion or exclusion of 
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multicultural education for each institution, as stated 
by their teacher educators, is offered. Second, a group 
profile of reasons for inclusion or exclusion of multi¬ 
cultural education is presented. Third, a summary of 
reasons for inclusion or exclusion of multicultural 
education across the seven institutions participating in 
this study is described in terms of five different levels 
of curriculum decision making. 
Summary of Reasons for Inclusion/Exclusion of 
Multicultural Education in Each Institution. What follows 
is a summary for each institution based on the responses 
of teacher educators to the first and second part of the 
questionnaire. 
Institution A: Five teacher educators of this insti¬ 
tution were asked to respond to the research questionnaire 
but only one responded by returning the completed ques¬ 
tionnaire. A second questionnaire was sent to all five 
teacher educators of this institution in an attempt to 
enhance the response rate. This was followed by five to 
seven telephone calls to the contact person requested to 
facilitate the early return questionnaires. There was 
no increase in the response rate in spite of the second 
attempt. What follows is an analysis of data that was 
received from one respondent. 
The single respondent from this institution thought 
that multicultural education was "moderately important" 
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to the preparation of elementary teachers. The single 
respondent from this institution cited two reasons for 
the inclusion of multicultural education as a part of their 
elementary teacher preparation program. The first reason 
highlighted the importance of the need of elementary 
teachers to understand the different cultures of students 
they teach in a country that is becoming increasingly 
diverse. The second reason was closely connected to the 
first in that "knowledge of the aspects of different 
cultures will assist teachers when designing instruction 
to be communicated." There was no data for excluding 
multicultural education as a part of their elementary 
teacher preparation program. 
Institution C: Of the five teacher educators who 
were asked to respond to the research questionnaire, only 
two responded from this institution. When a second 
questionnaire was sent to each teacher educator as a way 
to enhance the response rate, no increase was noted. The 
profile for this institution was, then, based on the data 
from two respondents. 
One of the respondents thought that multicultural 
education was "very important", while the other perceived 
it as "moderately important" to the preparation of elemen¬ 
tary teachers. Two reasons were cited for making multi¬ 
cultural education a part of the elementary teacher 
preparation program. The first reason referred to the 
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culturally diverse nature of the United States, and the 
importance for the prospective teachers to know the 
students they taught. The second referred to helping 
teachers develop curricular approaches "that are respon¬ 
sive to cultural diversity of students" and "develop 
attitudes toward cultural differences." 
Two reasons were propounded for excluding multicul¬ 
tural education as a part of the elementary teacher 
preparation program. First, the social disintegrative 
aspect of multicultural education was alluded to in that 
it "can lead to divisiveness." One of the teacher 
educators highlighted this aspect very succinctly: "We 
are one nation. Multicultural education needs to point 
to that, not work against it." 
Second, the pitfalls of multicultural education 
when it "becomes an end itself" was cited as a reason for 
the exclusion of multicultural education in the elementary 
teacher preparation program. What is implied here is that 
multicultural education should be a means for achieving 
certain social ideals that should not be an end itself 
as a self-defeating purpose. 
Institution D: Of the five teacher educators who 
were requested twice to respond to the research question¬ 
naire, only two responded. This profile was based on the 
data that was compiled from these two respondents to the 
questionnaire. 
One respondent perceived multicultural education to 
be "very important", while the other respondent perceived 
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it as "important" to the preparation of elementary teachers. 
Two reasons were stated for the inclusion of multicultural 
education in the elementary teacher preparation program. 
The first reason referred to the changing demographics 
of public school children, and its implications for the 
elementary teacher preparation program. One teacher 
educator from this institution stated that "children are 
diverse; education must be." The inclusion of multicul¬ 
tural education was cited as important as it is a "benefit 
to the majority population" and "helps minority students 
achieve better." The beneficial aspects of multicultural 
education to the majority as well as minority students 
was a powerful reason for including multicultural educa¬ 
tion in teacher preparation programs. In addition, one 
teacher educator remarked that "children should consider 
themselves part of a worthwhile ethnic, national, and 
global identity. Teachers need to know how to foster 
positive ethnic identity." 
These observations strongly reinforced the need for 
developing the skills, attitudes, and understanding of 
prospective teachers to help them function effectively in 
a multicultural school setting. The second reason related 
to the reduction of racism by promoting cultural under¬ 
standing as an important aspect of multicultural education. 
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"Cultural differences," one teacher educator reported, 
"result in misunderstandings and racism by students and 
teachers." 
The third reason implied the concept of cultural 
deprivation of students. As one of the teacher educators 
stated, "children from poverty areas, a culture itself, 
need special help." Initially, the concept of multi¬ 
cultural education was tied to addressing cultural deficits 
of children, but over the years, educators have begun to 
recognize the fact that the problem lies with the 
inability of schools to create varied learning environ¬ 
ments to meet the needs of student diversity. 
Only one reason was stated for the exclusion of 
multicultural education. The reason was that multicultural 
education should not be offered as separate courses 
because of time limitations in the program. 
Institution E: Seven teacher educators from this 
institution were asked to respond to the research question¬ 
naire. Five of them responded promptly by returning their 
completed questionnaires before the specified return date. 
All five teacher educators perceived multicultural educa¬ 
tion to be "very important" to the preparation of 
elementary teachers. 
As for the second part of the questionnaire, the 
coded responses from five teacher educators were carefully 
read several times for the purpose of identifying 
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regularities and patterns. Three patterns and two isolated 
responses were noted. One pattern that emerged from the 
regularities was that of international understanding as a 
reason for the inclusion of multicultural education in the 
elementary teacher preparation program. Three of the 
respondents from this institution had stated it as a 
reason. In the words of one respondent: 
The world is one community. Each teacher will 
be responsible to address this global community 
both within the classroom and to bring it to 
each classroom. 
In addition, another teacher educator reiterated the role 
of schools as a social agent to promote international 
understanding as opposed to "a provincial orientation." 
Another pattern that emerged from the data was the 
diversity of the population, particularly that of public 
schools. Four respondents from this institution cited 
the diverse nature of the country as a reason for the 
inclusion of multicultural education in the elementary 
teacher preparation program. The diversity issue was 
stated in two distinct ways. One was the changing demo¬ 
graphics at the school level and the need for school 
curricula to reflect this diversity. A respondent sup¬ 
ported the importance of this aspect when he/she stated 
that: 
The students in school represent a multicultural 
world. We ought to be aware of varied back¬ 
grounds and incorporate them into the curricu¬ 
lum. 
Another was the concept of cultural pluralism which 
recognizes the existence of many cultures in this country 
and their contributions to enriching the American experi¬ 
ence . 
One respondent consistently referred to the benefits 
that students may entail from the inclusion of multicul¬ 
tural education in the elementary teacher preparation 
program. Multicultural education was regarded as important 
for developing self-esteem, life experiences, and the 
international understanding of students. 
Two isolated reasons were put forth by two teacher 
educators. One was stipulated by a respondent as a legal 
and moral obligation of public schools "to serve children 
of all cultures and backgrounds." This legal reason 
underlies the democratic concept of educational equality. 
The other isolated reason was the inclusion of multicul¬ 
tural education as a way to "avoid discriminating 
practices." 
The five respondents from this institution did not 
have any reasons for the exclusion of multicultural 
education in the elementary teacher preparation program. 
Institution F: Twelve teacher educators from this 
institution were invited to participate in this study. 
When only four respondents returned the completed question¬ 
naire, a second attempt was made to enhance the response 
rate by sending out a second questionnaire to all twelve 
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teacher educators. Although the cooperation of the 
contact person was sought repeatedly, there was no 
increase in the return rate. 
As for the first part of the questionnaire, two of 
the respondents regarded multicultural education to be 
"very important", while the other two respondents 
regarded multicultural education to be "important" to the 
preparation of elementary teachers. With regard to 
reasons for inclusion of multicultural education, two 
respondents had cited diversity as a reason for the 
inclusion of multicultural education in the elementary 
teacher preparation program. One respondent stated 
that because of the diverse student population, "respect 
for human dignity and differences need to be a part of 
the curriculum." For the other respondent, the inclusion 
of multicultural education in the elementary teacher 
preparation program was crucial as it "encourages an 
accepting, curious, and generous approach to other per¬ 
sons and communities, a valuing of differences, and an 
appreciation and supportive attitude." 
The community aspect of multicultural education was 
the second reason that was cited by one respondent who 
stated that a multicultural approach to education 
"promotes the role of the educator as a contributing 
member of a community of services for families—rather 
than an isolated instructor of subject-matter and 
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skills, or 'individuals' isolated from the com¬ 
munity. " 
The uniqueness of each child was the third reason 
cited by one of the respondents who stated that multi¬ 
cultural education "increases the emphasis that every 
child is unique and therefore that each child needs to be 
assisted in the teaching-learning process in an individual 
manner." 
Breaking down the "curricular bias through exposure, 
awareness, and education" was cited as the fourth reason 
by one of the respondents from this institution. None of 
the respondents had offered any reasons for the exclusion 
of multicultural education in their elementary teacher 
preparation program. 
Institution K: Seven teacher educators from this 
institution were asked to respond to the research question¬ 
naire. Six of them promptly returned their completed 
questionnaires. This was the only institution that 
offered separate courses in multicultural education. 
As for the first part of the questionnaire, all six 
respondents thought multicultural education to be "very 
important" to the preparation of elementary teachers. 
With regard to the second part that relates to the reasons 
of inclusion/exclusion, four patterns and two isolated 
comments were determined. Four respondents had high¬ 
lighted the international aspect of multicultural education 
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as one of their reasons for inclusion of multicultural 
education in the elementary teacher preparation program. 
One of the respondents articulated the importance of the 
international element of multicultural education as: 
We live in the world--not in our cultural 
niche. To ignore multicultural education is 
denying this fact. All teachers, whether they 
teach children of different ethnic backgrounds 
or not, should be versed in its premises. This 
is the most effective way of informing the 
children about the cultures of the world. 
In a similar vein, two respondents stated that multicultural 
education encourages global view and "increased travel and 
contact among nations and cultures globally." The fourth 
respondent perceived that multicultural education will 
"help raise to a conscious level the multiple perspectives 
and multiplicity of contributions of all peoples of the 
world." 
Three respondents emphasized certain aspects of the 
importance of teacher preparation programs as their reasons 
for the inclusion of multicultural education in their 
teacher preparation programs. Recognizing the critical 
need to permeate multicultural education in teacher educa¬ 
tion programs, one respondent stated that multicultural 
education is too important "to be relegated to only bits 
and pieces of a teacher education program. It should 
permeate everything." Another respondent cited the 
importance of including a multicultural teacher education 
program as it "helps teachers select appropriate learning 
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strategies, materials, and approaches to meet the needs of 
all students." 
One respondent stressed the importance of multi¬ 
cultural education in teacher preparation programs to 
prepare students to become critical and productive members 
in a democratic society and to provide "equal education 
to all students." The same respondent reiterated the 
importance of developing a multicultural teacher education 
curriculum with the "student learning as its primary 
reason." 
Two respondents cited the importance of developing 
the self-esteem of students as one of the reasons for 
including multicultural education in elementary teacher 
education. 
The role of multicultural education in elementary 
teacher preparation programs to address diversity issues 
was one of the reasons cited by two respondents. Unless 
future teachers are prepared with the skills and knowledge 
necessary to function effectively in culturally diverse 
schools, one respondent warns that many of the prospective 
teachers will be unaware of issues of racism and other 
social problems that may affect student learning. The 
same respondent stressed the importance of multicultural 
education to prepare future teachers with the skills and 
the understanding that will enable them to function 
effectively with students whose culture, language. 
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life-styles, and economic conditions may be different 
from themselves. 
Two respondents offered isolated comments. One 
stressed the importance of being a role model for stu¬ 
dents. The respondent stated: 
Teachers are very important people in the lives 
of young children. It is crucial that they 
model an interest in and empathy with all peo¬ 
ple . 
The other isolated comment emphasized the role of multi¬ 
cultural education in that it enhances the understanding 
that: 
. . . all knowledge is constructed and our 
knowledge pool is from many cultural communities 
which should help each of us understand our 
significance in the process of knowledge crea¬ 
tion . 
As for the reasons for the exclusion of multicultural 
education, two respondents offered a note of caution. 
For one respondent, there was not any specific reasons for 
exclusion if the multicultural education program was a 
good one. For the other, multicultural education may end 
up perpetuating stereotypes and low expectations for some 
students if multicultural education is defined as "holidays 
and heroes". The respondent further stated that multi¬ 
cultural education was blamed for the perpetuation of 
stereotypes and low expectations, rather than attributing 
its continuation to limited understanding of multicultural 
education. 
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Institution L: Ten educators from this institution 
were requested to participate in this study to determine 
the perceptions of teacher educators toward the importance 
of multicultural education in the preparation of elementary 
teachers. Four of the educators responded as soon as they 
received their questionnaire during the initial stage of 
data collection. Two responded after the second attempt 
to enhance the response rate. What follows is a descrip¬ 
tion of the reasons teacher educators from this institution 
stated for including or excluding multicultural education 
in their programs to prepare elementary teachers. 
Two respondents repeatedly referred to the importance 
of promoting international understanding as one of their 
reasons to include multicultural education in their pro¬ 
grams to prepare elementary teachers. One respondent high¬ 
lighted this aspect in the following words: 
Due to instantaneous communication worldwide 
today, we are really a global community. The 
understanding of others promotes harmony and 
peace. We suspect what we do not know or under¬ 
stand. 
Another respondent cited the role of multicultural education 
for developing "tolerance and work toward peace," and for 
promoting understanding and communication as reasons for 
inclusion in their elementary teacher preparation program. 
Two respondents cited the role of multicultural educa¬ 
tion for educating mainstreamed middle-class White students 
about diversity as one of their reasons for inclusion. One 
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respondent stated that multicultural education can help 
"dispel arrogance of European-American children," while 
the other respondent reinforced its importance in the 
following statement: 
The traditional middle-class White student popu¬ 
lation needs to be exposed to a more diverse 
curriculum because such a curriculum is a more 
accurate representation of the world and this 
is an opportunity to correct their mis- 
education. 
Three respondents had indicated the role of multicul¬ 
tural education for addressing cultural diversity as one 
of their reasons for its inclusion in their program. One 
respondent articulated the need to understand cultural 
diversity from an angle that had not been observed in 
earlier comments. To this respondent, the reason for 
inclusion of multicultural education is based on the fact 
that: 
We are faced with more cultures today expecting 
us to understand them. We have always had many 
cultures, but the emphasis has not been there. 
The importance of curriculum reflecting cultural diversity 
was emphasized by one of the respondents who stated that 
the concept of cultural pluralism must permeate curriculum 
so that curriculum is more responsive to the needs of a 
rapidly changing student population that is increasingly 
becoming diverse. A similar reason was voiced by another 
respondent who reiterated that it is important to include 
multicultural education in order to: 
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. . . better educate all children and meet 
the specific needs of children of color. 
There was an isolated reason for one of the respon¬ 
dents that related to the role of multicultural education 
for shaping positive attitudes of students. It was stated 
in a powerful and logical manner as: 
Teacher attitudes in class influence student 
attitudes toward peers. Peer attitudes influ¬ 
ence self attitudes, which in turn influence 
behavior. 
From the patterns that emerged from the responses of 
teacher educators, and also the fact that none of them had 
offered reasons for exclusion of multicultural education, 
it was clear that all the respondents from this institution 
recognized the importance of multicultural education as a 
part of the preparation of elementary teachers. 
A Group Profile of Reasons for Inclusion or Exclusion 
of Multicultural Education. The group profile of reasons 
stated by teacher educators in seven diverse colleges and 
universities for inclusion of multicultural education in 
their elementary teacher preparation program is shown in 
Table 13. 
\ 
Teacher educators from three institutions had offered 
reasons for excluding multicultural education from their 
elementary teacher preparation programs. Those reasons 
for exclusion are presented in Table 14. 
Summary of Reasons for Inclusion/Exclusion of 
Multicultural Education Across All Institutions. A data 
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analysis method called "convergence" by Guba (1978) was 
employed to analyze and report the data collected for 
understanding the reasons for inclusion of multicultural 
education as an important part of the elementary teacher 
preparation programs. Guba suggests several steps for 
developing categories which begins by looking for 
"recurring regularities" in the data. These regularities 
represent patterns that can be sorted into categories. 
Guba further suggests two criteria—"internal homogeneity" 
and "external heterogeneity"—to guide the process of 
categorization. The first criterion ensures dovetailing 
the categories in a meaningful way, while the second 
criterion concerns the extent to which differences among 
categories are bold and clear. 
What follows is a summary of reasons based on a 
careful study of the reasons stated by teacher educators 
from the seven diverse colleges and universities. Five 
levels of curriculum decision making were identified and 
the levels helped understand the remoteness of learners 
from reasons that teacher educators stated as the basis 
for inclusion of multicultural education in the prepara¬ 
tion of elementary teachers. 
Ideological Level: This level includes ideas or 
beliefs that were related to reasons for inclusion of 
multicultural education for preparing elementary teachers. 
Included in this level was the role of multicultural 
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education for developing "a more democratic society." 
Closely connected to this democratic idea was the role of 
multicultural education for providing an "equal education 
for all students" and for preparing students to become 
"critical and productive members of a democratic society." 
Another idea that was evident from the responses was 
the role of multicultural education for "developing 
tolerance and working toward peace." The importance of 
this aspect was stated by one respondent: 
Understanding of others promotes harmony and 
peace. We suspect what we do not know or 
understand. 
The notion of knowledge as a social construction was 
also proposed as one of the reasons for inclusion of 
multicultural education in teacher preparation programs. 
In the words of one respondent, this aspect was stressed to 
focus on the fact that: 
. . . all knowledge is constructed and our 
knowledge pool, from many cultural communities, 
should help each of us understand our signifi¬ 
cance in the process of knowledge creation. 
The concept of viewing knowledge through multiple perspec¬ 
tives was also echoed by the same respondent. The 
importance of relating multicultural education within the 
context of a socially constructed nature of knowledge was 
based on the fact that it will "help raise to a conscious 
level the multiple perspectives and the multiplicity of 
contributions of all peoples of the world." 
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An observation may be made here with regard to the 
above perceived role of multicultural education within the 
current debate over attempts to transform canons and 
paradigms on which school and university curricula are 
based. The above reasons reflect concerns that have been 
voiced by many advocates of multicultural education. 
Pertinent here is the observation that Banks (1991) made 
with regard to a major aim of multicultural education, 
which he stated was: 
. . . to transform the curriculum so that it 
is more truthful and inclusive and reflects the 
histories and experiences of the diverse groups 
making up American society. Such movements 
serve to democratize school and university 
curricula, rather than strengthen special 
interests. (p. 138) 
Today's curriculum controversies that center on Eurocentric 
and Afrocentric approaches differ markedly from those of 
the 1960s and 1970s when attempts were directed for creat¬ 
ing separate ethnic studies and programs. The academic 
circles will continue to be dominated by such heated 
debates for a long time until both sides are prepared to 
seek common grounds through genuine dialogue. 
The social disintegrative aspect of multicultural 
education was stated as a reason for its exclusion from 
the elementary teacher preparation programs. Reiterating 
the pluralist dilemma in education, Bullivant (1981) writes: 
Allowing democracy full rein may cater to the 
educational wants of individuals and groups that 
are a part of a society's pluralist composition. 
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but doing so risks weakening the cohesion of 
nation-state by interfering with the encultura- 
tion imperative. (p. 14) 
Within this context, one of the most crucial roles for 
multicultural education is to reconcile the tension between 
the goals of maintaining social cohesion and those of cul¬ 
tural diversity. The need for ensuring a balance between 
those competing and conflicting goals is indeed an over¬ 
whelming challenge to multicultural education. 
Societal Level: The role of multicultural education 
for promoting the understanding of different cultures at 
national and global levels was emphasized strongly. As a 
result of enhanced critical consciousness that is taking 
place at the societal level, nations are faced with "more 
cultures today expecting to understand them." Although 
we have always had many cultures, "the emphasis had not 
been there earlier." 
Another aspect of multicultural education stressed 
was related to the promotion of international understand¬ 
ing. For the growth and development of society, the role 
of multicultural education to "broaden student viewpoints 
of the world" was regarded as crucial. 
One of the reasons for exclusion of multicultural 
education from the elementary teacher education programs 
referred to the fact that it does not stress the importance 
of nation-state. A respondent writes: 
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We are one nation. Multicultural education 
needs to point to that, not work against 
it. 
Institutional Level: The role of multicultural 
education in teacher preparation programs was highlighted 
in two ways. First, the need for preparing prospective 
teachers to "effectively deal with the culturally 
diverse population and society" was stressed. Also, the 
need for multicultural education in teacher preparation 
programs was reiterated. One respondent perceived 
that: 
. . . many future teachers are unaware of issues 
of racism and other social problems that may 
affect student learning. In addition, they are 
often unfamiliar with cultures, languages, life¬ 
styles, and economic conditions different from 
their own. This hampers their understanding of 
student diversity. 
The approach to making multicultural education an 
integral part of teacher preparation was also pointed out 
by one of the respondents who believed that: 
. . . multicultural education is too important 
to be relegated to only bits and pieces of a 
teacher education program. It should permeate 
everything. 
There was a strong consensus among respondents that the 
inclusion of multicultural education in elementary teacher 
preparation programs was critical for ensuring prospective 
teachers with the skills, attitudes, and knowledge that 
will enable them to function effectively in culturally 
diverse school settings. 
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Second, the importance of multicultural education 
for addressing diversity issues within public schools was 
stressed by several teacher educators. With rapidly 
changing demographics in the public school population, 
the need to serve all children from varied cultural back¬ 
grounds has increased even more in recent years. In 
addition, as one teacher educator remarked, "public 
schools have a legal and moral obligation to serve children 
of all cultures and backgrounds." Yet, stated from a 
different angle was the role of schools as change agents 
within the context of multicultural education. One 
teacher educator remarked that: 
. . . schools are a vehicle for societal change; 
and multicultural understanding is essential in 
a world as opposed to a provincial orientation. 
The role of schools as change agents is in line with 
what Parek (1986) regarded multicultural education—as an 
education for freedom. Often, the capacity to be free is 
hampered by cultural encapsulation, a process which 
socializes us with beliefs, values, and norms of the 
community to which one belongs. Granted that these com¬ 
munity cultures enhance one's ability to survive, but they 
also hinder one's ability to make critical choices and to 
take steps to change society. The schools have, there¬ 
fore, a role to help students acquire the knowledge, skills, 
and attitudes that will then enable them to participate in 
civic action to make society even more equitable and just. 
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Time constraints imposed by institutional regula¬ 
tions was stated as one of the reaons for exclusion of 
multicultural education from the elementary teacher 
preparation programs. Also, the shortage of time was 
regarded as a factor that hinders the offering of multi¬ 
cultural education as a separate course. 
Instructional Level: An aspect of this level was the 
emphasis on the need to infuse school curriculum with 
diverse cultural perspectives. The rationale for the 
diversification of curriculum was stated in a variety of 
ways. One reason stressed by teacher educators in this 
study was: 
At the simplest level, the student population 
is changing and becoming more diverse. Thus, 
the curriculum needs to be culturally diverse in 
order to meet the needs of these students. 
Another reason for the incorporation of ethnic content into 
curriculum was based on the fact that: 
. . . the traditional middle-class White student 
population needs to be exposed to a more diverse 
curriculum because such a curriculum is a more 
accurate representation of the world and this is 
an opportunity to correct their mis-education. 
Also, a curriculum of inclusion was stated as a way to 
"help minority students achieve better." The importance 
of promoting awareness of varied cultural backgrounds and 
their incorporation into curriculum was strongly empha¬ 
sized by several teacher educators included in this 
study. 
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Another aspect of this level was the crucial need to 
prepare prospective teachers with the knowledge, skills, 
and attitudes that will help them to function effectively 
in culturally diverse school environments. The knowledge 
of ethnic cultures will "assist the teacher when designing 
instruction to be communicated" and the preparation of 
teachers to serve students "who will be members of many 
social groups" as effectively as possible are some parts 
of the rationale expressed by teacher educators. The need 
to prepare prospective teachers with the ability to 
"develop curricular materials that are responsive to the 
cultural diversity of students" was strongly embedded in 
the responses of several teacher educators. Similarly, 
the role of multicultural education to help teachers 
break down curricular bias through exposure, awareness, 
and education was an inherent message of respondents. 
Additionally, the importance of the positive role model 
by teachers was recognized by respondents. As teachers 
are significant people in the lives of young children, it 
is crucial that "they model an interest in and empathy 
with all people." 
A note of caution was expressed by a respondent that 
an erroneous presentation of multicultural education, as 
celebrations of "Holidays and Heroes", can end up 
"perpetuating stereotypes and low expectations for some 
What is implied here is that incorporation of students." 
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multicultural perspectives into the school curriculum 
without a clear understanding of its concept can be detri¬ 
mental to the promotion of meaningful school experiences 
for children from diverse cultural backgrounds. 
Personal Level: The centrality of developing a posi¬ 
tive attitude in school children was strongly commented 
upon by several respondents included in this study. The 
rationale for the importance of this aspect was proposed 
in a variety of ways. One respondent commented that 
multicultural education: 
. . . encourages an accepting, curious, and 
generous approach to other persons and communi¬ 
ties; a valuing of differences; and an apprecia¬ 
tive and supportive attitude. 
A need for fostering positive ethnic attitude was regarded 
as important. The role of teachers for promoting positive 
ethnic identity and to encourage children to "consider 
themselves as part of a worthwhile ethnic, national, and 
global identity" was stressed as well. Also, the impor¬ 
tance of developing positive attitudes toward cultural 
differences was emphasized. 
Another part of the personal level was the emphasis 
on the development of self-esteem of school children. 
Similarly, the need to recognize the uniqueness of each 
child as a part of wholesome growth was linked to multi¬ 
cultural education as it: 
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. . . increases the emphasis that every child 
is unique and therefore each child needs to be 
assisted in the teaching-learning process in 
an individual manner. 
Additionally, student learning is an integral part of the 
notion of holistic growth, and its relationship to multi¬ 
cultural education was highlighted by a respondent: 
Student learning is the primary reason for 
developing teacher preparation programs with 
a multicultural focus. 
Development of positive self-esteem, student learning, and 
positive attitude to ethnic identity were perceived to be 
necessary for the wholesome growth of each child. 
The presentation of a summary of reasons based on 
five levels was helpful in terms of identifying a way 
those teacher educators from seven diverse colleges and 
universities could be related to the importance of includ¬ 
ing multicultural education in the preparation of elemen¬ 
tary teachers. There was consensus among the majority of 
teacher educators that the inclusion of multicultural 
education, as an important part of the preparation of 
elementary teachers, was crucial for preparing prospective 
teachers to effectively function in culturally diverse 
school settings. 
Analysis of the Responses of Teacher 
Educators to the Questionnaire 
What follows are data presentation, analysis, and 
interpretation of perceptions of teacher educators toward 
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the importance of multicultural education as a part of the 
elementary teacher preparation program. 
Twenty-six teacher educators from seven diverse 
colleges and universities responded to this third part of 
the questionnaire which consisted of 22 statements cen¬ 
tered on certain aspects of multicultural education. The 
respondents were asked to report their perceptions on a 
Likert-type scale that could be scored from (1) "Strongly 
Agree"; (2) "Agree"; (3) "Disagree"; and (4) "Strongly 
Disagree". 
Each statement in this questionnaire was related to 
an idea, or an opinion, about one of the four variables 
that were identified as part of the conceptual framework 
that guided the construction of the research question¬ 
naire for this study. The four variables included: 
content knowledge of ethnic studies, multicultural 
philosophy, principles of multicultural education, and 
multicultural pedagogy. Five statements were identified 
as being related to content knowledge of ethnic cultures, 
five to multicultural philosophy, five to knowledge of 
multicultural pedagogy, and seven to multicultural 
principles. 
What follows is a report of the data analysis using 
frequencies and percentages as the descriptive statistics. 
The results for each variable were reported in a separate 
table. The statements and frequency distribution of 
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responses, which comprise the content knowledge of ethnic 
cultures, are shown in Table 15. 
Statistical analysis of the data indicated that 14 
(or 53.8%) of the respondents strongly believed that 
multicultural education helped future teachers understand 
the contributions that ethnic minorities have made to 
American society, while 1 (or 3.9%) disagreed with the 
statement. 
A strong agreement was also reported by 12 (or 46.2%) 
of the respondents with regard to the importance of includ¬ 
ing multicultural education in teacher preparation and 
for helping prospective teachers enhance their knowledge 
about the diversity of ethnic cultures. One (or 3.8%) 
respondent expressed a strong disagreement with the state¬ 
ment. To the statement that inclusion of multicultural 
education promotes ethnic studies that are not a vital 
objective of public schools, only 2 (or 7.7%) of the 
respondents indicated strong agreement, while 12 (or 
46.1%) strongly disagreed with the statement. Another 
12 (or 46.1%) of the respondents expressed their disagree¬ 
ment with the statement. 
To the statement that inclusion of multicultural 
education in elementary teacher preparation programs leads 
to discouragement of learning about American culture in 
the school curriculum, 18 (or 69.2%) of the respondents 
strongly disagreed with it, while 1 (or 3.8%) of the 
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respondents expressed strong agreement as well. Also, 
there were 6 (or 23%) respondents who did not agree with 
this negative aspect of multicultural education, while 
1 (or 3.8%) of the respondents expressed agreement with 
it. As for the quality of response to this variable, 
not a single respondent left a statement unreported. On 
the basis of the data analysis that pertained to the 
knowledge of ethnic cultures aspect of multicultural 
education, it may be concluded that there was a strong 
consensus among respondents from seven diverse colleges 
and universities that inclusion of multicultural education 
was an important part of the preparation of elementary 
teachers. 
The statements and frequency distribution of 
responses which comprise the variable multicultural 
philosophy are shown in Table 16. 
The analysis of percentage responses of teacher 
educators from seven diverse colleges and universities 
indicated that all 26 (or 100%) of them believed that the 
inclusion of multicultural education in elementary teacher 
preparation would help future teachers develop a teaching 
philosophy to value cultural differences. Similarly, 
all 26 (or 100%) respondents expressed a strong consensus 
with regard to the importance of including multicultural 
education in teacher preparation programs to help 
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prospective teachers develop a teaching philosophy that 
values self-esteem of all elementary students. 
Although there was a strong consensus among 24 (or 
92.3%) of the respondents that inclusion of multicultural 
education would not encourage development of a teaching 
philosophy that reinforced ethnic separatism, a small 
percentage of 2 (or 7.7%) respondents thought that it con¬ 
tributed to ethnic separatism. The statement that the 
inclusion of multicultural education helps develop a 
teaching philosophy based on human rights was endorsed by 
96%, while 4% disagreed with it. The responses of teacher 
educators from seven diverse colleges and universities to 
philosophical aspects of multicultural education indicated 
that a strong consensus existed among the respondents with 
regard to the importance of including multicultural 
education as a part of the preparation of elementary 
teachers. 
The statements and frequency distribution of the 
responses which comprise the variable multicultural 
pedagogy are shown in Table 17. 
The importance of multicultural education to develop 
curricular materials that are responsive to the cultural 
diversity of students was strongly endorsed by 57.7%, 
while 3.8% of the respondents expressed disagreement with 
it. The need to prepare teachers with skills to critically 
examine biases in curricular materials was strongly 
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perceived by 53.8%, while the remaining 46.2% also 
expressed their agreement. The importance of preparing 
teachers with skills to diagnose strengths of students 
from varied cultural backgrounds was not shared by 7.7% 
of the respondents, whereas 53.8% of the respondents 
strongly supported it. In addition, 38.5% of the respon¬ 
dents agreed with it. 
The perceptions of teacher educators of the role of 
multicultural education for developing teaching strategies 
that are not effective in public schools was strongly 
shared by 3.8%, while 65.4% strongly disagreed with it. 
In addition, although 3.8% of the respondents regarded 
multicultural education developing ineffective teaching 
strategies, 26.9% did not agree with the statement. Look¬ 
ing at the way teacher educators have responded to all 
statements included in this variable, one may conclude 
that the majority of respondents reported the importance 
of multicultural education as a part of elementary teacher 
preparation. 
The statements and frequency distribution of the 
responses which comprise the variable multicultural 
principles are shown in Table 18. 
The seven statements that were included as a part of 
the questionnaire related to certain aspects of multi¬ 
cultural principles in teacher education. All 26 
respondents from the seven colleges and universities 
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expressed agreement with the first six statements on this 
part of the questionnaire. 
The role of multicultural education in helping future 
teachers implement classroom practices that are responsive 
to cultural differences was strongly believed to be impor¬ 
tant by 18 (or 69.2%) of the respondents. Its role was 
further reinforced by 30.8% of the respondents who agreed 
with the statement. 
Another role of multicultural education that was 
strongly regarded to be critical by 61.5% of the respon¬ 
dents was helping future teachers facilitate the learning 
of children from diverse cultures. Also, the need for 
helping prospective teachers understand the concept of 
cultural pluralism was accorded the same reception by 
61.5% of the respondents. 
Similarly, the role of multicultural education for 
developing positive attitudes toward cultural differences 
was strongly perceived to be crucial by 61.5% of the 
respondents. The responses of teacher educators to 
statements that centered on cultural pluralism, cultural 
differences, and diverse cultures was interestingly 
enough similar. But multicultural education's role to 
hinder the promotion of a shared culture of American 
society was strongly refuted by 64.6% of the respondents. 
However, 4% believed that it hindered the promotion of the 
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shared American culture, while 32% did not agree with the 
statement. 
It is reasonable to conclude from the way teacher 
educators responded to statements of multicultural 
principle that they all recognized the importance of 
multicultural education in the preparation of elementary 
school teachers to meet the needs of culturally diverse 
students. 
A few observations that center on total frequency 
distribution of responses to the 22 statements will now 
be made. Of the 22 statements in this questionnaire that 
pertained to certain aspects of multicultural teacher 
education, the role of multicultural education in helping 
future teachers implement classroom practices responsive 
to cultural differences was accorded the highest per¬ 
centage of support. It was strongly perceived to be an 
important role of multicultural education by 69.2% of the 
respondents, while 30.8% expressed their agreement with 
it. At the other end of the continuum, the highest per¬ 
centage of disagreement was observed with regard to the 
role of multicultural education in discouraging learning 
of American culture in the school curriculum. A total of 
69.2% of the respondents expressed strong disagreement 
with it, while 4% strongly agreed with the statement. 
The statistical analysis and interpretation of 
responses of all teacher educators to the 22 statements 
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in the questionnaire clearly indicated that they all 
considered multicultural education an important part in 
the preparation of elementary teachers. 
Research Question 3: What Recommendations Do 
Teacher Educators Suggest for Improving 
the Multicultural Education of Their 
Elementary Teacher Preparation 
Program? 
The recommendations suggested by teacher educators 
for making multicultural education a more effective part 
of their elementary teacher preparation programs are 
reported in three parts. 
The first recommendation centered on improving and 
developing programs for the purposes of enhancing the 
quality of multicultural experiences that are offered to 
prospective teachers. One aspect of the recommendation 
related to conceptual ways of integrating multicultural 
education into all courses in teacher preparation programs. 
One suggestion was the "use of a thematic approach to 
integrate topics into all curricular areas, including 
multi-arts and physical education." Also, there was the 
suggestion that "it must be made mandatory" and pervasive 
in all subject matter courses. A strong suggestion was 
voiced that multicultural education has "to pervade all 
teacher education" as it is "too important to be left to 
the professional multicultural educators." However, no 
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suggestion was made as to how it can be made pervasive in 
all subject matter courses. Yet, another respondent 
proposed that a primary need was to define the concept of 
multicultural education in the classroom more specifically 
before initiating any process of integration. Recognizing 
the comprehensiveness of the concept of multicultural 
education, one respondent suggested the need to include 
socioeconomic, class, and gender differences, as "there 
are other cultural differences than those of race and 
language." 
However, one recommendation to integrate multicultural 
education was to "infuse each course with reading and 
discussion of multicultural issues." As to the teaching 
of a multicultural course, there was a recommendation that 
it "needs to be taught in context, not as an end in itself." 
Infusion of courses with topics of a multicultural focus 
is one way many participating institutions address 
diversity issues in their programs. The teaching of multi¬ 
cultural courses within context as opposed to being an 
ends-oriented approach is enlightening in the sense that 
contextualization of diversity issues is crucial for ini¬ 
tiating any meaningful dialogue as an attempt to understand 
those issues. 
The second recommendation centered on ways of improv¬ 
ing certain aspects of teacher preparation programs for 
the purposes of ensuring meaningful multicultural 
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experiences for prospective elementary teachers. The 
importance of providing prospective teachers a chance to 
"practice in a class that is culturally diverse" was 
suggested several times. With the view of relating 
multicultural understanding to practice, the need to 
having a culturally diverse school setting as clinical 
sites for student teachers was also proposed. To enrich 
the multicultural experiences for future teachers, one 
respondent made recommendations to: 
. . . increase fieldwork opportunities in 
culturally diverse neighborhoods and schools; 
infuse each course with reading and discussion 
of multicultural issues; and promote opportuni¬ 
ties for prospective teachers to travel and 
study in foreign countries. 
There was a recommendation to improve the student 
recruitment aspect of teacher education programs for the 
purpose of ensuring a more diverse student enrollment in 
the program. One recommendation was that each institution 
"should redouble its efforts to get more diverse under¬ 
graduate students." Another related suggestion was not 
only to enhance recruitment efforts but "support 
international and local minority students." 
State requirements demand that all teachers must have 
a strong Liberal Arts or Science core and has, therefore, 
resulted in reduced Education majors. There was a sug¬ 
gestion to resolve this dilemma. One respondent stated: 
150 
The most immediate concern of the teacher prepa¬ 
ration program just be the provision of a strong 
Liberal Arts core and an awareness of the teach¬ 
ing strategies and resources. Multicultural 
education should be provided at the graduate 
level where it can be best accommodated with the 
teacher preparation requirements to begin 
shortly in the state. Though valuable, it can¬ 
not be a high priority due to the constraints of 
the state-imposed requirements. 
The continuation of inservice teacher education to 
refine cooperating teachers' skills was proposed as an 
important facet of offering Methods courses with a 
multicultural focus and the provision of culturally 
diverse clinical sites to prospective teachers. For the 
purpose of establishing a viable multicultural program, 
one respondent clearly recommended that the program 
must identify specific methods and programs that work, 
and organize visits to sites where those programs 
work. 
The third recommendation pertained to the use of 
"instructional materials in each Education course that 
positively portray people of varied cultures." Specific 
suggestions to include in a multicultural education cur¬ 
riculum are listed below: 
• Invite speakers from diverse cultural 
backgrounds; 
• Include documentary films; 
• Include the biographies and autobiographies 
of persons of diverse cultural backgrounds. 
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and maintain reflective journals following 
these readings; 
• Include the study of historical and 
religious background materials examining 
diverse cultural groups; 
• Include current events of diverse cultural 
groups. 
A crucial need for "multicultural children's litera¬ 
ture" and "critiques of literature to search for non- 
stereotypic, authentic, respectful materials" was 
expressed by several respondents. The importance of pro¬ 
viding future teachers with a variety of multicultural 
materials to help them in planning their teaching units 
was cited as a rationale for a multicultural curriculum. 
Recommendations aimed at improving multicultural curricu¬ 
lum are listed below. 
A recommendation was made to "use instructional 
materials in each Education course that positively por¬ 
trays people of varied cultures." Additionally, a recom- 
medation was proposed that teacher education programs must 
provide learning experiences to prospective teachers for 
the purpose of enhancing their skills to organize learning 
environments that will "extend the classroom into the 
community where students can see positive role models 
using the concepts being taught in schools." 
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The importance of including these positive role 
models for school children from various ethnic groups was 
cited as part of the above recommendation. Another 
respondent made an observation: 
Legacy programs on PBS would be a wonderful 
core of a good multicultural education curricu¬ 
lum at least for the thinking people. 
The same respondent raised a note of concern that there 
could be a "bad multicultural education just as there is 
bad education of other kinds." 
Finally, there were two isolated recommendations. 
One of them centered on creating conditions to diversify 
the faculty members of teacher preparation programs. 
Enhancing the awareness of faculty members and helping 
them feel comfortable with diversity issues was proposed 
as one of the conditions. Another was to "pursue the 
affirmative action hiring process throughout the college 
community" as one way to diversify the faculty. The 
other isolated, but critical, recommendation was to 
create a support system for future teachers, more 
importantly, for "those times and places where they feel 
afraid and threatened." One of the rationales for the 
support system was that: 
. . . future teachers should also be allowed 
to confront and discuss their own feelings 
about issues of cultural diversity so that they 
can discover where this process is hard for 
them. 
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Additional Findings 
One additional finding suggests a possible explanation 
for the difference that exists between the way teacher 
educators perceive the important role of multicultural 
education in the preparation of elementary teachers and 
the way multicultural curricula is actually offered in the 
seven participating institutions. 
Although there was a strong consensus among a majority 
of teacher educators regarding the importance of including 
multicultural education as a part of their elementary 
teacher preparation programs, the analysis of courses that 
were identified as multicultural education indicated that 
multicultural education was not a central focus in six of 
the participating institutions. An overwhelming 69.2% of 
the respondents regarded multicultural education as a very 
important part of the elementary teacher preparation pro¬ 
gram, while only 7.8% considered it as moderately impor¬ 
tant . 
There are two possible reasons that may help explain 
the above condition. First, this is an era that highly 
emphasizes the importance of being "politically correct." 
Political correctness is a notion of saying what is 
acceptable and popular within the current thinking of the 
society. So the way teacher educators reported their 
perceptions with regard to the role of multicultural 
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education in elementary teacher preparation might be a 
manifestation of the "politically correct" ideology. 
Second, it is possible that teacher educators 
strongly support the need to include multicultural educa¬ 
tion, but institutional barriers, such as lack of 
financial support and lack of genuine commitment to 
multicultural education, may hinder attempts to offer a 
multicultural curriculum that is in line with the desires 
of teacher educators. 
Another additional finding centers on data that 
establish appropriateness of the questionnaire used for 
this research. A comparison of responses of 18 teacher 
educators who considered multicultural education 
"extremely important" with those two who considered 
multicultural education "moderately important" was made 
to determine if their reported level of importance was 
consistent with their scores on items describing the role 
of multicultural education in teacher preparation. 
A rationale for this comparison is based on the fact 
that those who considered multicultural education 
"extremely important" would be expected to rank each item 
describing the role of multicultural education in a 
manner that matches their reported level of importance. 
On the other hand, the respondents who considered 
multicultural education only "moderately important" would 
be expected to have lower scores on those items describing 
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the role of multicultural education than the respondents 
who considered multicultural education "extremely 
important". The data were analyzed to see if the expec¬ 
tations of consistency in scores was realized. 
If the expectations were confirmed, it would suggest 
that there was an appropriate match between the reported 
level of importance of multicultural education and the way 
people responded to individual statements on the question¬ 
naire about the role of multicultural education in the 
preparation of elementary teachers. Hence, the data would 
show that responses being elicited are consistent. 
Table 19 presents the analysis of responses on a four- 
point scale by using mean scores as a descriptive statistic. 
The four-point scale ranged from (1) "Strongly Agree"; 
(2) "Agree"; (3) "Disagree"; to (4) "Strongly Disagree". 
The average mean for the four-point scale, ranging 
from (1) "Strongly Agree"; (2) "Agree"; (3) "Disagree"; 
to (4) "Strongly Disagree", is 2.50. There were 16 
positive and 6 negative statements, each related to the 
role of multicultural education in the preparation of 
elementary teachers. The mean score for each positive 
statement describing the role of multicultural education 
in the preparation of elementary teachers was "1" for 
responses of teacher educators who considered multicul¬ 
tural education "Extremely Important". There were four 
statements (2, 8, 9, and 19) for which the mean score was 
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2.00. For each of the remaining 12 statements, the mean 
score was 1.50 for responses of teacher educators who 
considered multicultural education "Moderately Important" 
to the preparation of elementary teachers. As there 
were only two respondents who had considered multicultural 
education "Moderately Important" to the preparation of 
elementary teachers, the mean score did not show a 
significant difference. Since it was a small sample, a 
significant difference was not expected. 
We would expect teacher educators who considered 
multicultural education "Extremely Important" to give 
strong positive responses to items describing the role of 
multicultural education to the preparation of elementary 
teachers. On the other hand, those educators who con¬ 
sidered multicultural education to be "Moderately 
Important" would score lower on those items describing 
the role of multicultural education. The data show that 
the expectation was realized. 
As for the six negative statements, the mean score for 
four statements (3, 12, 13, and 20) describing the role of 
multicultural education for responses of teacher educators 
who had considered multicultural education to be 
"Extremely Important" was in the direction that was 
expected. The mean score for two statements (4 and 16) 
was not in the expected direction. Given the small 
sample and the similarity in scores, the findings of the 
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two statements do not detract from the trend that was 
anticipated. 
The above data indicate that there was a difference 
in the responses of teacher educators who considered 
multicultural education "Extremely Important" and 
educators who considered it "Moderately Important". 
Based on the above information, it is reasonable to con¬ 
clude that the questionnaire was collecting data that it 
was designed to collect for this study. 
Summary 
This chapter has presented, analyzed, and interpreted 
three types of data collected for this study. First, 
multicultural courses were described and analyzed to 
present an individual profile for each participating 
institution of higher education. Also, a group profile of 
multicultural courses was offered as a way to provide an 
overview of courses that were available for prospective 
teachers in the participating institutions of higher 
education. 
Second, the importance of the role of multicultural 
education in the preparation of elementary teachers was 
analyzed, described, and presented. A summary of reasons 
for inclusion or exclusion of multicultural education was 
offered for each individaul institution and then a 
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composite profile and a summary of the seven diverse 
institutions was presented. 
Third, recommendations suggested by teacher educators 
from the participating institutions of higher education 
to strengthen multicultural teacher education curricula 
were reported. 
Two additional findings were also presented in this 
chapter. The first finding suggested possible explanations 
of differences that were observed with regard to the way 
the teacher educators perceived the importance of multi¬ 
cultural education and the way it was actually offered in 
the participating institutions. The second additional 
finding centered on a way to validate the questionnaire 
that was used for this study. A comparison of responses 
of teacher educators who considered multicultural educa¬ 
tion extremely important and those who considered it 
moderately important was made for this purpose. 
CHAPTER V 
SUMMARY AND IMPLICATIONS OF THE STUDY 
This concluding chapter has two purposes. First, the 
problem, purpose, methodolgoy, and major findings are 
summarized. Second, recommendations for further research 
and for improving the multicultural aspect of elementary 
teacher preparation programs are advanced. 
Summary of the Study 
The role of public schools is to provide equal and 
quality educational opportunities to all students. The 
inability of teachers to respond constructively to the 
increasing cultural diversity of public school students 
poses a challenge to the ability of schools to realize 
their mission in democratic societies. Being closest to 
learners, classroom teachers have a crucial role to promote 
the learning of all students. The ability of teachers to 
function effectively in culturally diverse school settings 
depends in a major way on how well the teacher education 
programs prepare them. Yet, teacher preparation programs 
continue to be criticized for their ineffectiveness to 
prepare teachers for the nation's multicultural schools. 
Renewal of curriculum is a powerful way to revitalize the 
teacher preparation programs, and one constructive step in 
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this direction is to describe the multicultural curricula 
that are currently offered to prospective elementary 
teachers. From this description of what curricula cur¬ 
rently exists, it is more likely to determine directions 
for reform. 
The purpose of this study was threefold. First, the 
multicultural curricula that are currently being offered 
to prospective elementary teachers for promoting learning 
for diverse students are described. Second, perceptions of 
teacher educators toward the importance of the role of 
multicultural education in the preparation of elementary 
school teachers is determined. Third, recommendations 
that teacher educators suggested for improving the multi¬ 
cultural education of their elementary teacher preparation 
programs are reported. 
Thirteen Massachusetts State Department of Education 
approved elementary teacher preparation programs in 
Western Massachusetts were invited to participate in this 
study. Seven of them responded favorably. The seven 
diverse colleges and universities that expressed interest 
in participating in this study included three private 
colleges, two state colleges, and two public/private uni¬ 
versities . 
Three research questions guided this investigation. 
1. What courses in multicultural education 
are a part of the teacher education 
166 
curriculum for elementary teacher 
certification in selected institutions 
of higher education? 
2. What do teacher educators consider as the 
main reasons for including or excluding 
multicultural education in their elemen¬ 
tary teacher preparation programs? 
3. What recommendations do teacher educators 
suggest for improving the multicultural 
education of their elementary teacher 
preparation program? 
Data for the first research question were provided by 
course descriptions and other relevant documents that were 
sent by the participating institutions. Multicultural 
courses that these institutions offered to prospective 
elementary school teachers were identified and a profile 
of varied courses for each institution was created. Also, 
a composite profile of multicultural course offerings for 
the seven diverse institutions was presented. This profile 
showed which multicultural courses existed and which ones 
were simply added to already existing courses. 
Based on a conceptual framework that included essen¬ 
tial variables of a viable multicultural teacher education 
curriculum, a questionnaire was designed to obtain data 
from teacher educators for the purposes of Research 
The questionnaire was sent to all 51 Questions 2 and 3. 
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teacher educators in the seven diverse institutions of 
higher education. Also, a follow-up questionnaire was 
sent to all teacher educators as a way to enhance the 
rate of return. 
Twenty-six teacher educators out of 51 returned 
completed questionnaires. Frequencies and percentages 
were used as descriptive statistics to analyze relevant 
quantitative data collected through the questionnaire. 
Using Guba's (1978) "convergence" technique, data that 
centered on reasons for inclusion or exclusion of multi¬ 
cultural education in the preparation of elementary 
teachers were analyzed. First, a summary of reasons for 
inclusion or exclusion of multicultural education was 
presented for each individual institution of higher 
education. Second, a group profile of reasons for inclu¬ 
sion or exclusion of multicultural education in 
elementary teacher preparation programs was offered. 
Third, a summary of reasons for inclusion or exclusion 
across all seven diverse institutions was presented based 
on five levels of curriculum decision making that were 
identified from careful study and analysis of data. Fourth, 
percentages and frequencies as descriptive statistics were 
used to analyze and interpret responses of teacher educa¬ 
tors to 22 statements about the importance of multicultural 
education in the preparation of elementary teachers. 
Finally, the recommendations suggested by teacher 
educators for strengthening multicultural teacher educa¬ 
tion curricula were then reported. 
Major Findings of the Study 
Major findings pertaining to this study are presented 
according to the three research questions. 
Research Question 1 
What courses in multicultural education are part of 
the teacher education curriculum for elementary teacher 
certification in selected institutions of higher educa¬ 
tion? 
Major Findings. Based on the way courses were 
identified as separate multicultural education courses or 
multicultural topics or units that were included in 
Foundations courses, it was evident that the concept of 
multicultural education was interpreted by each institu¬ 
tion in varied ways. A part of this problem of different 
meanings may be attributed to the lack of a common defini¬ 
tion of multicultural education that is shared by 
researchers or practitioners. Most of the approaches to 
infuse curricula with multicultural education included 
topics or units within existing Foundations courses in the 
teacher preparation programs. The content and objectives 
of already existing courses that included multicultural 
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education were highly varied from institution to institu¬ 
tion. There was only one institution that offered one 
separate multicultural education course as a part of its 
elementary teacher preparation program. As an expressed 
curricula, the popular approach of infusing multicultural 
content into the pre-existing curriculum of teacher prepa¬ 
ration programs in the remaining six institutions seemed 
fragmented and peripheral. 
The titles and objectives of courses seemed to sug¬ 
gest that multicultural education was presented for 
dealing with "problems" of ethnic minorities, rather than 
an educational concept for all children in a pluralist 
society. One effective way to overcome a "problem- 
oriented" approach to multicultural education is to 
enhance the ability of educators to affirm and present it 
as an educational concept that is relevant for all chil¬ 
dren in a democratic and pluralist society. 
A possible explanation of these data suggest that 
when a new issue in curriculum reform and student learning 
emerges, too often the curriculum for preparing future 
teachers responds by adapting existing courses rather than 
by considering new courses. It is, however, unclear if 
the tendency to add on or adjust existing courses will 
suffice for preparing teachers to meet the contemporary 
demands from a student population that is rapidly changing, 
significantly diverse in cultural backgrounds, and 
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characterized by an increasing number of students not 
benefiting from their school experiences. 
Research Question 2 
What do teacher educators consider as the main reasons 
for including or excluding multicultural education in the 
elementary teacher preparation program? 
Major Findings. Teacher educators were asked to 
report the level of importance of the role of multicultural 
education in the preparation of elementary teachers. The 
need to include multicultural education in the elementary 
teacher preparation programs was considered to be "very 
important" by 69.2% of the respondents, while not a single 
one perceived it to be "unimportant". There were 7.8% of 
the respondents who considered multicultural education 
"moderately important" to the preparation of elementary 
teachers. Additionally, almost one in four of the respon¬ 
dents considered multicultural education "important" to 
the preparation of elementary teachers. 
Several reasons were cited by teacher educators for 
including multicultural education in their elementary 
teacher preparation programs. Some of the most frequently 
stated reasons included: the need for cultural pluralism, 
the promotion of international understanding, the rapid 
demographic changes in the United States, and the responsi¬ 
bility for reducing racism through multicultural education. 
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Teacher educators from three participating institu¬ 
tions offered reasons for exclusion of multicultural 
education within the elementary teacher preparation pro¬ 
grams. The reasons for exclusion of multicultural educa¬ 
tion included: it encouraged social disintegration, 
institutional regulations hindered the offering of separate 
multicultural couress, it was considered as an end in 
itself, and multicultural education was stereotyped as 
celebrations of "Heroes and Holidays". 
Descriptive statistical methods of frequencies and 
percentages were used to analyze the data collected through 
a 22-item questionnaire, "Teacher Perceptions Toward the 
Role of Multicultural Education in the Preparation of 
Elementary School Teachers". The analysis of the data 
indicated that the role of multicultural education for 
helping future teachers implement classroom practices that 
are responsive to cultural differences of students was 
accorded the highest support. It was strongly perceived 
to be a "very important" role of multicultural education 
by 69.2% of the respondents, while 30.8% of the respon¬ 
dents considered it "important". The highest percentage 
of disagreement was with regard to the role of multicul¬ 
tural education in discouraging learning of American 
culture in the school curriculum. A majority (69.2%) of 
the respondents "strongly disagreed" with the statement, 
while 4% of the respondents "strongly agreed". 
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The overall statistical analysis and interpretation 
of responses of teacher educators to 22 statements in this 
questionnaire clearly indicated that they all considered 
multicultural education as an important part of the prepa¬ 
ration of elementary teachers. 
Research Question 3 
What recommendations do teacher educators suggest for 
improving the multicultural education of their elementary 
teacher preparation program? 
Major Findings. Three major recommendations were 
proposed by teacher educators for improving the 
multicultural aspect of elementary teacher preparation 
programs. 
The first recommendation centered on improving and 
developing programs for the purposes of enhancing the 
quality of multicultural experiences that are offered to 
prospective teachers. One aspect of the recommendation 
related to conceptual ways of integrating multicultural 
perspectives into teacher education courses included a 
"thematic approach to integrate topics into all curricular 
areas" and making the inclusion of multicultural perspec¬ 
tives into all curricular areas mandatory. Also, the 
need for teaching multicultural courses within a context 
as opposed to presenting it as an end in itself was 
stressed. 
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The second recommendation centered on improving 
aspects of teacher preparation programs for the purpose 
of ensuring meaningful experiences for future elementary 
teachers. The importance of opportunities for teachers to 
"practice in a class that is culturally diverse" was sug¬ 
gested frequently. The need for making concerted efforts 
to recruit a more diverse population of undergraduates 
was reiterated as well. Exploring creative ways of 
reaching out to international and local minority students 
was proposed as one positive direction to enhance recruit¬ 
ment efforts. 
Another aspect of the second recommendation was the 
critical need to develop inservice teacher education 
programs that are centered on refining and enhancing 
skills, attitudes, and knowledge of veteran teachers to 
function effectively in culturally diverse school settings. 
In this way, the ability of cooperating teachers to help 
prospective teachers to gain competencies to function 
effectively in multicultural school settings is even more 
enhanced. 
The third recommendation pertained to the use of 
"instructional materials in each Education course that 
positively portray people of varied cultures." Some of 
the specific suggestions to improve multicultural curricu¬ 
lum materials are listed below: 
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• Invite speakers from diverse cultural 
backgrounds; 
• Include the study of biographies and 
autobiographies of persons of diverse 
cultural backgrounds and maintain reflec¬ 
tive journals following these readings; and 
• Include current events of diverse cultural 
groups. 
The importance of including positive role models from 
diverse cultural backgrounds was stressed as a crucial 
part of a multicultural curriculum to prepare future teach¬ 
ers . 
Recommendations 
In this section of the chapter, recommendations are 
suggested for further research, for improving multicultural 
curriculum of elementary teacher preparation programs, and 
for reforming teacher education. 
Recommendations for Further Research 
Three specific recommendations for further research 
are suggested for strengthening the present study. First, 
additional studies similar to the present one, but using a 
larger and more geographically diverse sample, are recom¬ 
mended so that findings could be generalized to a larger 
population. Such studies may also determine if patterns 
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exist among programs that serve similar types of com¬ 
munities . 
Second, it is recommended that interview and partici¬ 
pant observation methods be used as additional data 
collection procedures. Interviews with teacher educators 
may provide new insights that will help researchers 
understand differences between the way teacher educators 
perceive the importance of the role of multicultural 
education in the preparation of elementary teachers and 
the way courses are actually offered to prospective 
teachers. Participant observations of prospective teachers 
at the time of their practice teaching will help indicate 
to what degree they include multicultural content and 
process into their classroom teaching. 
Third, the questionnaire in this study should be 
refined so that it adequately assesses the importance of 
each of the four variables of multicultural teacher 
education in the preparation of elementary teachers. Also, 
the content of the questionnaire should be refined to 
elicit more specific recommendations that may pertain to 
the improvement of curriculum, administration, and recruit¬ 
ment of faculty for ensuring an even more effective multi¬ 
cultural teacher education. 
Additionally, three different studies associated with 
multicultural education and teacher preparation programs 
are suggested. The first study could be conducted to 
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investigate to what extent multicultural curricula that 
are currently being offered to prospective teachers 
suffice for preparing prospective teachers to function 
effectively in culturally diverse school settings. This 
study may bring a greater understanding of what consti¬ 
tutes a viable multicultural curriculum that prepares 
teachers to meet the needs of an increasingly diverse 
student population. 
The second study could center on perceptions of 
practicing teachers to identify what competencies are 
crucial for promoting learning of students from varied 
cultural backgrounds. A study of this nature may inform 
leaders of elementary teacher preparation programs as to 
what multicultural curriculum is critical for better 
ensuring competencies that will enhance the ability of 
prospective teachers to function effectively. 
The third study could investigate ways in which the 
process of integration of multicultural education within 
teacher education programs is monitored and evaluated. 
The study may also determine what institutional policies 
reflect commitment to multicultural education, and how 
these policies may influence curriculum reform. 
Recommendations to Improve the Multicultural 
Curriculum in Teacher Preparation Programs 
First and foremost, it is recommended that research 
efforts be directed to bring about a greater shared 
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understanding of the concept of multicultural education 
so that it sets a parameter for creating a multicultural 
curriculum that is conceptually sound, and provides a 
conceptual structure for guiding the development of 
multicultural education. 
Reshuffling old courses by adding or deleting a unit 
is not an effective approach for addressing the crucial 
issues in learning and equality that are posed by increas¬ 
ing student diversity in public schools. An approach to 
address new and persistent issues demands much more than 
a tinkering job. Acquiring competencies to bring about 
the renewal of curriculum in public schools must become 
a critical aspect of teacher education programs. 
Also, teacher education programs must design a multi¬ 
cultural curriculum that is experientially-based. An 
experiential approach is an effective way to enhance the 
awareness of prospective teachers to diversity issues that 
may influence school learning. Learning occurs as a result 
of reflection upon experiences, and it is crucial to pro¬ 
vide future teachers with experiences in culturally 
diverse school settings as a way to develop a multicultural 
philosophy and an attitude that respects the value of 
cultural diversity as a strength rather than as an unfortu¬ 
nate problem to overcome. In addition, the teacher 
education programs must create inservice curriculum study 
teams to enhance the skills, attitudes, and knowledge of 
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practicing teachers who may augment multicultural aware¬ 
nesses of prospective teachers. 
Recommendations to Reform 
Teacher Education 
Experiential learning in a culturally diverse school 
setting is a powerful way to enhance the awareness of 
prospective teachers about diversity issues so that they 
may promote school learning for all young people of all 
families. Within this context, the importance of reforming 
teacher education programs for the purposes of connecting 
them with the reality that exists in school settings cannot 
be ignored. Rather than working on public schools, the 
universities must find equitable ways of working with 
public school teachers and principals. One effective step 
in this direction is the establishment of partnerships that 
link universities and public schools in an equal and 
meaningful way to bring about curriculum renewal. 
The National Coalition for Equality in Learning is 
one such example of a successful partnership between the 
University of Massachusetts at Amherst and 80 schools in 
10 public school systems across the United States. The 
National Coalition exists to help teachers build learning 
environments that promote quality education for all 
learners on equal terms. Through staff development, 
teacher leadership preparation, and collaborative research, 
the National Coalition provides a rich resource for the 
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development of pedagogical practices that are responsive 
to cultural differences and learning problems of all stu¬ 
dents . 
Closing 
If we want to help all students achieve high levels 
of academic success on equal terms, it is important to 
recognize that greater understanding of multicultural 
education may contribute to a way of thinking and behaving 
that will help young people succeed. If students from 
diverse cultural backgrounds are to improve their learning, 
it is important to improve teaching. In order to improve 
teaching, it is necessary to strengthen the curriculum to 
prepare teachers for leadership roles in public schools. 
Preparing teachers to address multicultural issues and 
helping students from diverse cultural backgrounds experi¬ 
ence productive learning are crucial parts of a meaningful 
reform effort to strengthen teacher preparation and, in 
turn, to improve public schools. Hopefully, the present 
study will, in a small way, contribute to this important 
effort to make teachers in public schools an even more 
powerful force for equality. 
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National Coalition for Equality in Learning 
School of Education 
University of Massachusetts 
Amherst, MA 01003 
Robert L. Sinclair, Director 
(413) 545-3642 
Fax #: (413) 545-4491 
November 8, 1991 
[Namel 
[Title] 
[Department] 
[College/University] 
[Address] 
[Location] 
Dear [Name]: 
The purpose of this letter is to invite your participation in 
a research study that Professor Robert L. Sinclair and I are 
conducting. The study centers on describing the curricula 
used to prepare prospective teachers for multicultural school 
settings. Your cooperation will help educators understand the 
scope of multicultural education in teacher preparation pro¬ 
grams. Please see the enclosed abstract for a detailed 
description of the purpose of this study. 
Specifically, we need your help to identify multicultural 
courses that are being offered to prospective teachers in 
your elementary teacher preparation programs. Also, you and 
your teacher education faculty will be asked to complete a 
questionnaire that centers on determining perceptions of 
teacher educators toward the importance of multicultural 
education. 
A report describing the multicultural curriculum being used 
in selected programs to prepare future teachers will be sent 
to you at the completion of the study. This report may be 
useful to you and your colleagues as you continue to prepare 
teachers for America's schools. Of course, the identity of 
the respondents and programs will be held in strictest con¬ 
fidentiality and the data will be used only for the purpose 
of this research. 
We will contact you in the near future to discuss your par¬ 
ticipation in this important research study. 
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[Name] 
Page 2 
November 8, 1991 
If you have any questions regarding any aspect of the study, 
please feel free to call Mr. Nawang Phuntsog at (413) 545-3642. 
Thank you for your cooperation. 
Cordially yours. 
Nawang Phuntsog 
Research Associate 
Robert L. Sinclair 
Professor & Director 
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APPENDIX C 
APPROVAL LETTER FROM ELEMENTARY TEACHER 
PREPARATION PROGRAM DIRECTOR 
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CHICOPEE, MA 01013-2839/TELEPHONE (413)594-2761 
May 10, 1991 
Nawang Phuntsog, Doctoral Candidate 
Center for Curriculum Studies 
Hills South 
University of Massachusetts 
Amherst, MA 01003 
Dear Nawang: 
We have approved your request to use Elms College as a pilot site for the 
research study on the inclusion of multiculturalism in elementary teacher 
preparation programs and the perceptions of teacher educators toward 
multicultural education. We welcome your presence on campus to clarify 
and refine specific aspects of the survey and interview instruments. We 
look forward to working with you. 
The information you gather and analyze will prove extremely helpful as 
we work toward the development of more appropriate programs for all 
students. 
Sincerely, 
Chairperson, Education Department 
JS:pm 
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TEACHER PERCEPTIONS TOWARD THE ROLE OF MULTICULTURAL 
EDUCATION IN THE PREPARATION OF ELEMENTARY 
SCHOOL TEACHERS 
Dear Colleague: 
Thank you for helping me to determine teacher percep¬ 
tions about the importance of multicultural education in 
the preparation of elementary school teachers. 
Multicultural Education, as defined in this study, centers 
on preparing prospective teachers to function effectively 
in helping students from culturally diverse backgrounds 
improve their learning. This short questionnaire is a way 
to report your perceptions about the importance of multi¬ 
cultural education. Educators from seven diverse colleges 
and universities are providing perceptions to help us 
better understand the role of multicultural education in 
the preparation of elementary school teachers. A report 
of the findings will be sent to your program for discus¬ 
sion. 
Please be assured that your responses are treated in 
a confidential manner. In fact, your name is not even 
requested on the questionnaire. A confidential number is 
assigned on the right top corner of the questionnaire to 
identify responses for particular colleges and universities 
participating in the study. To ensure confidentiality, 
there is no number for identifying individual respondents. 
Again, thank you very much for taking your valuable 
time to share your thoughts about multicultural education 
and elementary teacher preparation. 
Sincerely yours, 
Nawang Phuntsog 
Research Associate 
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TEACHER PERCEPTION QUESTIONNAIRE 
DIRECTIONS: The Teacher Perception Questionnaire consists 
of three parts. Please answer all questions in each part. 
Specific directions for each part of the questionnaire are 
provided below. Your serious consideration of each ques¬ 
tion is appreciated. 
PART I 
Do you think multicultural education is (1) Extremely 
Important, (2) Important, (3) Moderately Important, or 
(4) Unimportant to the preparation of elementary teachers? 
Please check below: 
1 1 (1) Extremely Important 
| 1 (2) Important 
| | (3) Moderately Important 
| 1 (4) Unimportant 
Please state reasons why you think multicultural education 
should be part of your elementary teacher preparation 
program. 
Please state reasons why you think multicultural education 
should not be part of your elementary teacher preparation 
program. 
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PART II 
Below are some general statements about the importance of 
multicultural education. Please remember that these state¬ 
ments are about multicultural education as part of elemen¬ 
tary teacher preparation programs. Please place a H/H 
to designate your level of agreement or disagree- 1 
ment with each statement. 
>1 <D >i Cl) 
r—1 <D r—1 (L) 
tr> 0) U tP 5-1 
£ CD <D tn £ CP 
0 u 0 rtf 0 rtf 
5-1 tJ> 5-1 cn U W 
+> <c tn •H •P -H 
V) < Q Cfl Q 
1. Multicultural education helps 
future teachers understand 
the contributions that ethnic 
minorities have made to 
American society. 
2. Multicultural education 
helps future teachers to 
develop a teaching philoso¬ 
phy that reflects the 
democratic principle of 
educational equality for all 
children. 
3. Multicultural education 
encourages future teachers 
to develop a teaching 
philosophy that reinforces 
ethnic separatism. 
4. Multicultural education 
discourages learning about 
American culture in the 
school curriculum. 
Multicultural education helps 
future teachers to develop 
positive attitudes toward 
cultural differences. 
5. 
196 
>1 Q) 
r—1 Q) 
tn a) U 
C Q) <D tn 
0 U O rd 
U tn U w ■P c tn •H 
V) < Q 
6. Multicultural education in 
elementary teacher prepara¬ 
tion helps prospective 
teachers to be sensitive 
to inequalities in 
elementary schools. 
7. Multicultural education 
helps future teachers to 
develop a teaching philoso¬ 
phy that values the self¬ 
esteem of all elementary 
students. 
8. Multicultural education in 
elementary teacher prepara¬ 
tion prepares future 
teachers to develop cur¬ 
ricular materials that are 
responsive to cultural 
diversity of students. 
9. Multicultural education 
helps prospective teachers 
to develop a teaching 
philosophy that is founded 
in human rights. 
10. Multicultural education 
prepares future teachers 
with skills to critically 
examine biases in curricu¬ 
lar materials. 
11. Multicultural education 
helps prospective teachers 
enhance the knowledge 
about diversity of ethnic 
cultures. 
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12. Multicultural education in 
elementary teacher prepara¬ 
tion encourages teaching 
strategies that are not 
effective in public 
schools. 
13. Multicultural education 
hinders the promotion of a 
shared culture for American 
society. 
14. Multicultural education 
helps future teachers 
facilitate the learning 
of children from diverse 
cultures. 
15. Multicultural education 
helps future teachers 
implement classroom prac¬ 
tices responsive to 
cultural differences. 
16. Multicultural education 
promotes ethnic studies 
that are not a vital 
objective of public 
schools. 
17. Multicultural education 
helps future teachers to 
develop a teaching 
philosophy that values 
cultural differences. 
18. Multicultural education 
prepares future teachers 
with skills to diagnose 
strengths of students from 
varied cultural backgrounds. 
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19. Multicultural education in 
elementary teacher prepara¬ 
tion helps future teachers 
to develop teaching strate¬ 
gies that are sensitive to 
language differences of 
elementary school students. 
20. Multicultural education in 
elementary teacher prepara¬ 
tion discourages learning 
of Western classic litera¬ 
ture . 
21. Multicultural education 
helps future teachers to 
be sensitive to issues of 
racism in schooling prac¬ 
tices. 
22. Multicultural education 
helps future teachers to 
develop an understanding 
of the concept of cultural 
pluralism. 
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PART III 
Please list some of your recommendations 
cultural education a more effective part 
elementary teacher preparation program. 
for making multi- 
of your 
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National Coalition for Equality in Learning 
School of Education 
University of Massachusetts 
Amherst, MA 01003 
Robert L. Sinclair, Director 
(413) 545-3642 
Fax #: (413) 545-4491 
January 31, 1992 
[Name] 
[Department] 
[Coliege/University] 
[Address] 
[Location] 
Dear [Name]: 
The [College/University] is one of the participants in this 
study about the role of multicultural education in the prepa¬ 
ration of elementary teachers. Teacher educators in your 
elementary teacher preparation program are completing the 
attached questionnaire that centers on determining perceptions 
of teacher educators toward the importance of multicultural 
education. 
Thank you for filling out the attached questionnaire. A report 
of the findings of this study will be sent to your program for 
the purposes of discussion. 
You are kindly requested to return the completed questionnaire 
in the self-addressed, stamped envelope by February 21, 1992 
to help facilitate the timely completion of the study. If you 
have any questions regarding any aspect of the study, please 
feel free to call Mr. Nawang Phuntsog at (413) 545-3642. 
Again, thank you for your cooperation. 
Cordially yours. 
Nawang Phuntsog 
Research Associate 
Robert L. Sinclair 
Professor & Director 
P.S. If for some reason your stamped envelope is misplaced, 
the address to send the completed questionnaire is: 
Nawang Phuntsog 
National Coalition for Equality in Learning 
Hills North 416 
University of Massachusetts 
Amherst, MA 01003 
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National Coalition for Equality in Learning 
School of Education 
University of Massachusetts 
Amherst, MA 01003 
Robert L. Sinclair, Director 
(413)545-3642 
Fax #: (413) 545^491 
February 20, 1992 
[Name] 
[Department] 
[College/University] 
[Address] 
[Location] 
Dear [Name]: 
Recently I sent you a questionnaire to determine perceptions 
of teacher educators toward the importance of multicultural 
education in the preparation of elementary school teachers. 
I wish to thank all those teacher educators who have already 
returned the completed questionnaire. If you have not had an 
opportunity to complete and return the questionnaire, I would 
very much appreciate your doing so as soon as possible. A 
new copy of the questionnaire is enclosed for your convenience. 
Thank you for your consideration. 
As I have no way of identifying individual respondents, I am 
sending out this letter and the questionnaire to all teacher 
educators included in the study. If you have already returned 
the questionnaire to me, please dispose of this letter and the 
enclosed questionnaire in an environmentally appropriate way. 
Again, thank you very much for taking the time to share your 
thoughts about the importance of multicultural education in 
the preparation of prospective teachers. 
Sincerely yours. 
Nawang Phuntsog 
Research Associate 
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